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ABSfRAC1

Theoretical aspects of the spectator role in James Britton's (1970)

model of lannuage use are explored within a perspective based primarily

in the work oS,Georf:e Kelly, Susanne Langer, Jean Piaget,-Michael Polanyi,

and Denys Hardin's. This view is amplified in a series of emOrical studies

based on .-: ories told by children between the ages of two and five, and 9ri

written and oral responses to .repertory grids and open-ended questi ..mires

by six, nine, thirteen, and seventeen year olds from five schoo S. Separate

samples of eleven, bhirteen, and sixteen year olds werevdrawn for a

supplementary study of various spectator-role genrci and tiedia.

Developmental changes center in: 1) tha relationship between spectator--

role experience and the life of the individual; 2) knowledge of the

t

\

conventions of spectator-role discourse; and 3) the complexity of the

experience (both personalmnd literary) over which a person has rastery.

Spectator-role discourse emerges as a separate mode of language use

at a very early age, but there is only a gradual senaration of gleactator-

role experience from other life experiences. Not until adolescence is

such discourse clearly a way.to present possibilities rather than to

describe reality. .%cross.the studied, there is a gradual increase

in knowled,--e of conventions and in the complexity of the e;,:perience handled.

Narrative form itself sho775 a sequ:nce of stages paralleling Vynotsky's

(1962) stages of concept development; two processes, centering =end chaining,

underlie these stages and seem generalizable to more sophisticated literary

forms. Verbal fon,zulations of response are analysed in four stages

paralleling Piaget's stages of intellectual development. At each stage,

Langer's (1967) objective and subjective rodes (bf feeling show parallel

but distinct formulations.

Major dimensions in construing stories include 'evaluation',

'simplicity', 'realism', and 'seriousness', each of which shows developmental

changes in its definition and importance. Response to various genres and

media sum ests there is a common spectator-role' construct: system, within
. ,

which there are typical expectations aboutieach genre.

3



TABU: OF COt-ZrEWS

A bstrac* 0-

List of Figures and Tables
Acknowle:igements

I. Prolegomenon
1. Introduction.... 4-
2. A View of Man.'
3. Action Systems '.\

4. The Otitst ion of Rules 4

'2
5

7

8
8

9

16

.21

J

1

II. The Modes of Discourse ] 38

L. The SocialoContext 38

2. The Expressive Mode 44

3.'Part-icipant and Spectator 50

4. Elaborative Choice 66

-5. The Model as a Whole ,.... 76

III. General Procedures in the Collection and Analysis of

Data 83

1. Introduction 83

2. The Annlysis of Children's Stories 84

3. Data from Interviews and Puestionnaires 87

4. Treatment of Data 1
99

5. Reporting of Results f 102

IV. The Emergence of a Sense of Story 104

1. Introduction. 104

2. Early Forms of the Spectator Role 104

3. Formal Characteristics of Stories 112

4. Fact and Fiction 115

5. Further Expectations About Stories ... 126

6. Summary 136

V. Poetic Form 139

1. Introduction 139

2. Organization and Com2lexity in Children's .Itories 139

3. An Approach Through Theories of Concept i

Development
i 147

4. Further Development of Poetic Form I.
160

5. Summary 163

VI. Fantasy and Distancing in Children's-Stories 164

1. Introduction 164

2. The Widening Renlm of the Possible 164

3. Consistency in Choice of Options in Telling

Stories 170

4. The Interaction of Form and Content ' 173

5. Summary 185-



, '

VII. Developmental Stages in the ror lation of Literary

Response 187

1. Introduction '182 .

2. The EleTents of Response. 188

3. Levels in the Discussin o: Stories 197

4. Other Differences iletveen Retelling, and Tellirut-

About 204

5. The Ability to (;enerali7e- 215

6. Relp-ted Research 224

7. Suvrnary " 229'

VIII. The Nature of Evaluation. 230

1. Introduction 230

2; Developm2ntal Stages in the Evaluation of Stories 233

3. Spontaneous Zvaluation in Unstructured
Discussions .)f Stories 245

4. Liking and Judging: A Prelud,.. 249

5. A Model of Developmental Change in Response to
Literature 250

IX,: The Development of Construct Systems 254

1. Introduction 254

2. Standard Grids and Individual Construing 259

. Neaningfulnss 265

Organization t.. 277

. Construct Systems, at Six and Tin 284

6. Construct SysteMs iron `71ne to Seventeen -294

7. SumrPry 308

X. Patterns of Expectation and Patterns of Preference 310,

1. Introduction 310

2. What Are Stories Lice? 311

3. Other Forro of Spectator Role Discourse... . 315

4. Liking and Jud,-4ing 331

5. Summory " 339

y XI.- Reprise -ei k 341

I

Appendix I. Supplementary Tables 350

Appendix II. Scoring Children's Stories 377

Appendix III, Design and Analysis of Specific Instruments 389

, Appendix IV. Instruments

References

406

420



ti

LIST OF FIGURES AND TABLES

' Figures

1. Modes of Discourse 77

2Age-Changes in Mean Square Variation 270

3. Spherical Maps of the First Three Components of
4)

Variation at Ages Six and Nine 286

. 4: Spherical Maps of the First Three Dimensions of
Construing in Selected Six Year Olds 293

5. Spherical Maps of the First Three Components of
Variation at Agps Nine and Seventeen

6. Six Genres as They Are Construed at Six and Nine 323

7. Seven Genres es They Are Construed at Eleven, Thirteen,

and Sixteen FI 324

8. Boys' and Girls' Preferences for Selected Genres and

Media... 330

296

Tables'

1. Age in Months of Children Telling Stories.....
2. Age, Reading Ability, and Vocnbulnry Scores for the

Children Interviewed
3. Age, Verbal Reasoning Ability, and Estimates of Own-

Reading,for Secondary School Students
4.\Sociai Class and. Socioeconomic Groups of Secondary

School Students
5. Use of Formal Elements of Story Form
6. Recognition of Fictional Elementg in Stories
7. Effect of Older Siblings on Recognition of Fiction in

Stories 125

8. Expectations About Suitable Subjects for Stories 128 '

9. Knowledge of Common Story Characters 131

10. Reflection of Adult Expectations About the Roles of
Selected Animal and Fantas"9 Characters 136

\\

86

9

11

119

11. Complexity in Children's Stories 140

12. Use of Structuring Devices in Children's Stories 143

13. Plot Structures in Children's Stories 149

14. Characteristics of Plot. Structures in Children's Stories 156

15. Distancing in Children's Stories 167

16. Con5istency Between First and Second Stories Told by Two,
Three, and Four Yen:r Olds 171

17. Relationships Between Distancing and Strength of Theme 177

18. Relationships Between Distancing and Status of-Actions

Depicted 179

19. Purves-aippere Categories in Unstructured Discussions
of Stories 192-

. 20. Length and Variety in Unstructured Discussions of
.

Stories 195

21. Levels in Unstructured Discussions'of Stories 203

22. Formal Characteristics of Discussions of Stories at Six
and 206

23. Formal Characteristics of Varibus Levels in Dis sing

a Favourite Story or "Little.Red Riding Hood".. 208,



24. Characteristics of Retellings of an Unfamiliar Fable 210

25. Explanations of Familiar Sayings at Six and Nine. 217.

26. Explanations of Familiar Snyings from Nine to Seventeen. 220

.27.- Levels- of Objective nnd Subjective Response in.Reasons
for Liking and Nc't Liki 'tories'and Poems4r1 236

28. Contrasts Between Reasons or Liking and. for Not Liking .

Storiesand Poems ..

, 244.

29. Highest Level of Subjective or Objectivd Response Nnrked

for Evaluation During Unstructured DiscuSsions of
.

,

Stories 248

30. A Nodcl of Levels in the Formulation of Response to

Literature . ......... 251

'
.

31. Constructs Used on Repertory Grids 256

32., Constructs Elicited During Discussions of Specific
Stories Liked and Disliked 261

33. Constructs Elicited'in :fritten Discussions of Reasons
for Liking and Not Liking Stories and Poems 262

34. Number of Different Title's Selected as Representative of
Various Story-Types at Each Age 263

35. lathin-Grid Dins in Ratings of Stor,ies 267

36. Use of,;:odernte, Extreme, and Neutral Grades in Ratings

of Stories 268

37. Sample in ',.hick bath Type of Label for Construct Poles

Reaches Its Peak 272

38. ProportionFof Variation in Ratings of Stories Accounted
for by Components One to Six 280

39. Between-Subject CoNistency in Relationships-mong
Constructs Relevant to Stories 283

40. Principal Conponents of Orally Administered Grids 287

41. Highest Londings on Components One to Three of Orally
Administered Grids 291

42. Principal :.'opponents of Written Gridc. 297

43. Su:rrnry of Components One, Two, and Three in Individual

Written Grids
44. Neon Ratings on Constructs. Relevant to Stories, Oral

Grids * 311

45;"flean Ratings on Const. ruVts.Relevant to Srries, ',1ritten

Grids 312

46. Proportion of Within-4rid Variation Accounted for by
Each Genre

47. Intraclass Correlations Anon" V.aridus Spectator-Role
Construct Systems 319

48. Analysis of Variation in Ratings on Supplementary Study

Grids 7 321

49. Significant Differences Between Rntins of Favourite
Stories and Ratings of Favourites in. Other Genres... 326

50. Rel'AtionsIlips Between 'One I Like' and' '1;e11-Writt 332

51. Within-Grid biffere ces in Reaationships with '0
Like' and 'ell-',:ri e /

333

52. Sumrary of Canonic nn yges of Liking and J dging 336 -

53. Proportion of Stuc nts for Whom Their Favour- -'to Story Is

Also the 'Best' . ory .. .. . 338

1
Pr



ACKNOUUDGIMENTS

The debts to a study such as this are alays large; they cannot

.be. repaid but can at least be acknowledged. The primary debt is to=

James N. Britton, who has been both ndvttor and friend throughout the

period during which the work was undertaken. Nis influence on all that

follows is greater that footnotes and acknowledgements can ever make

clear; but it will be evident to all those who know him and his work.

The second major debt is to the students and staff of the six

schools in which data were gathered during the various.rain and preliminary

studies discussed here. Since one school has asked to remain anonymous,

I cannot name the schools and staff members personally; all 'made me

welcome and unhesitatingly provided the facilities and time which

were needed to carry on the proposed investigations. I.hope the

discussions which follow will make their generosity seen well-founded.

The third debt is to my life, who. has cheerfully shared her own

knowledge of primary school children with me, and opened the doors of

her classroom to my usually disruptive presence.. In the process of

reading the various drafts of what follows, she IT also wielded a

wicked blue pencil.

The fourth debt is to the Nedical.Research grid-zinalysis

service, under the direction of Ilarick Slater at the Institute of

Psychiatry, de Crespigny Park,. Denmark Hill, LOndon. Again with great

faith, Dr. Slater and S. Jane Tutton, w12o carr ed the burden of the

analyses, aIlo-ed me to use their service to analyse the relatively large

number of grids collected in the course of th present investigation.

The fifth debt is similar though less pecific; it is to the

University of Condon for making available coil liter facilities in almost

unlimited quantity to digest the data generated in the various phases of

the investigation.

The final dqbt is to all of our family:and friends, who have

remained friendly in spite of the unsociability that two yents of

concentrated work on one project have sometimes produced. 8

ti



CHAPTER I

PROLEGONENON

1. Introduction

UhY do we read literature? That is the basic question that we

'"will'be,asking here. 'Thy do we rend it to our chileren and teach it in
tiff_

our schools? 'illy do we honour our authors as well as our scientists? Do

We simply seek entertainment, or does literature serve another and

deeper purpose in our individual and cultural lives?

//
It is for the light they may shed on questions such as these that

the developmental and theoretical studies which follow are offered. The

approach will of necessity be indirect. Of n11 the subjects that

have become a major part of the school curriculum, literature is the

one that has been least amenable to formal analysis: or treatment as a
A51.0" .40 mge

A

body of knowledge. Equally clearly, it was only as such a 'discipline'

with its ovrt content and procedures that literature was able to win a

place for itself in the curriculur at all. Tilsit place is still less

than one hundred year old and even today is sormetines called into'

question: literature is all very well, the arpunent has gone, but

what is there to teach?

The close relationship between literature and the ongoing process

of man's life has long been recognized: Plato banned poetry from his

Republic because of his theories about the kind of relationship it was;

)

ytthew Arnold -lefended litepature as a much needed "criticism of life";

Louise Bosenblatt in summing up the literary creed of the American

progressive movement called it an "exploration" of life. Yet there have

been no ,less, ardent protapionists of the opposing .view. We have had theories

of Art for 6rt's-Sak; of art as satisfying a basic need for aesthetic

plea0i-e (a need 1:11e s me time apart from the more praumatic needs of

man); LIi4 of Art as pure orn, a labelling or entitlement of recurrent

feelings and emotions. Whiehever side we take, we can expect that the
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Issues addressed in a study of the functions of literatOre will be

neither simple nor peripheral. They will from the beginning be questions

about the nature of man.

2. A View of Nan

The fields to which we will turn for insight in developing a view

of m:.n are diverse.;- they inclUde among others linguistics, psychology,

. sociology, neurology, and philosophy. Writing from within their own

disciplines, the author's with whom we will be most concerned have

established such different vantage points that they often seem to be more

In conflict than in agreement. But those whom we will claim as cohorts

share an emphasis on the active, structured, and constantly changing

. nature of mind.

We will argue.that rather than being more or less in conflict, the

major authors provide us with explanations of different parts of a total

theory of mind, that their explanations are complementary rather than

cont!./dictory. It is-on the larger theory, rather than on the sources

out of which it comes, that We will foctis our attention. This strategy,

if we are successful, should yield a more coherent framework for our later

studies; it should also make clear where our basic premises of compatibility

and complementarity break down.

For the past seventy years, under/the aegis of the behavioral

psychologists, psychological theory has tended to view life as bundles

of response systems waiting to'be activated through contact with

environmental 'stimuli'. The basic equation in such studies has been

S.-->Q-->R,. itself more.recently reconceptualized in terms of the 'inputs'

and 'outputs' of linear programming and systems management. As early as

1924, L.L. Thurstone pointed out that this behaviorist approach is

inherently in conflict with that of psychotherapy, the other major donlin

of psychological theory. While the first begins with a concern for

external forces stimulating response, the psychotherapeutic emphasis as

10.
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presented by Freud places the source of the act-ion in the individual and

the shaping of the course of the action in the environmental conditions

and life history: Tlurstone argued at length that the psychoanalytic

approach is the more accurate.

The evidence that life begins in activity rather than in rest is

diverse. Thurstone pointed out that such primitive organisms as vorticella

and paramecium arc constantly in motion; they have no 'resting state' at

all. Other research has demonstrated that even an isolated nerve cell

fires spontaneously and at random, the process becoming controlled only

as the nerve s- integrated into more complex systems of 'action. Rather

7
than a nerve being stimulated into action, it is more accurate to say

that a stimulus makes an impression upon an ongoing pattern of activity.

The nature of this pattern is best evident during sleep, when the

electrical activity of the brain, for example, is dominated by large and

regular rhythms: these must be interpreted as the surimation of the -more.

or less synchronized activity of the multitude of individual nerve cells

that make up ttw human brain. the organism is awake, these large

waves disappear from measurements taken at the scalp, presumably because

the cells are responc!ing independently to stimuli (whether oNternally or

internally generated) and are no longer operating in synchronization.

Similar processes .of minute rhythms .concatenating into larger and larger

rhythmic patterns are found throughout the human body - -among the better

known are the heart beat, respiration, and the diurnal temperature cycle.

It is only by an impression upon these ongoing, rhythmic actions that a

stimulus can have any effect on the organism at all (cf. Langer, 1967;

Hebb, 1949).

A Theory of Acts

Thurstone went on to outline a behavioral approach in which the

basic unit of behavior would be the !act', which he defined as "the
lot

history, or course of events, by which a craving or want becomes neutralized

11



in satisfaction" (p. 13). He described the characteristics of that

history in considerable detail, but a more recent formulation of a

similar point of view will serve our present purposes better. This is .

Susanne Langer's nine (1967)-.

As a philosopher rather than a practicing scientist, Langer is

looking for unity and order throughout the realms of the natural sciences.

Recognizing the limitations inherent in the analytic tools that have been

develeeped in each branch separately, she too proposes_that by taking the

'act' as a fundamental-unit of analysis, one should be able to attain

a viable general perspective. To her, an act is quite simply any unit

of activity which shows a characteristic form of initial 'impulse',

building up of tension, discharge of energy, and gradual subsiding- -the

pattern in fact of neural discharge, By taking an (rather than for

example the 'smallest') unit of, activity having this form as an act,

Langer is able to encompass all levels from the single cell to the most

complex intellectual patterns and responses.

Though an act is a unit, Langer recognizes that few acts can be

explained in isolation from one another. The five year old who likes his

story too well to make a needed trip to the toilet and the swimmer whose

heavy meal gives him a bad case of cramps are extreme cases of an inherent,

systematic tension between acts that must also be fundamental. In man

the great variety of independent systems of acts is readily apparent: the

respiratory, circulatory, and digestive systems (to name but a few) each -

rake their own demands; the senses are continually, registering external

events and offering them up for attention; and the mind is quite capable

of adding other conflicting impuises--to read a book, go for a walk, or_

fix the dripping kitchen f ucet.

In an important essay titled "The Republic of Science," Michael

Polanyi (1969) has argued that uth a system of tensions is an efficient

method of organization both for tai control and direction of scientific



.research and for. the progress of a culture as_a_wholei,-- Rather than

being subject to a governing central authority, science in the free

world has been characterized by a "mutual adjustment of independent'

(p. 50). Continually interacting with their peers, competing

for funds and recognition, independent scientists capitalize rapidly

.on new discoveries and concentrate on areas in which the/Most rapid

4

development seems possible. Rather than a balanced disAribution of

resources among the various scientific disciplines, this leads to a

productive distribution mhich carries the whole system forWard. Polanyi

notes that the nature of such a culture is such that no one person can

&now the whole domain thoroughly, but no one needs to.' Instead, the

various segments, like the cells in a matrix, are unique bttaken

together form a coherent and integrated system or 'field". A discowl y

in bne area of science will spreind first to those other areas :with which

there is the closest contact, from them to the areas with which they

have the closest contact, _and so on until the whole field has gdjusted

to the 'change. Though no cell is in contact with'all others, it has a

quite4direct influence upon them--just as, for example, the Black Power

and Civil nights movements in the United States hae,altered the whole

cultural fabric, thOugh in fatt only a limited portion of the population

has ever-had direct contact with either.

Similar processes are at work in the coordination of the biological

sytems of an organism. The 'resources' available are apportioned in

terms of the.competing 'demands' of various systems, not in terms of:6

central process but through Polarlyi's "mutual adjustment of independent

initiatives." Each subsystem is able to go its own my without waiting

for such dirion, and thus the organism is able to simultaneously

carry out the many subprocesses necessary to sustain life. (The much

greater speed and efficiency of such tsimultanN5us processing' through

functionally,autonomods subsystems has ohm ,been noted, especially In
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fields like computer processing. Cf. Adams-Web per, 1970; p. 35.) On

a simple level the mutual adjustment of subsystems in living things is

well known. During periods of great stress and activity blood supplies

to the digestive system are constricted and diverted to the brain and

%

musculature--just as in periods of rest after a big meal they will be

diverted in the opposite direction. They are distributed not on the

basis of a supra-rational central mediator, but simply on the basis of

the intensity of the demands of the systems involved; or in our terms,

the strength of the acts that are in tension with one another. Subh a

system works well in most cases, though as we have seen it is also

possible for independent systems to make demands which are simply too

great for the'system as a whole to sustain: the blood flow needed for

strenuous exercise and the absolute minimum 171lich the stomach needs after

1

a arge meal can exceed the available supply. Cramps. are the result.

)
Artifacts

Summarizing similar processes of the-mutual adjustment of independent

initiatives from recent studies in genetics, Langer derives a basis

/ for the 'individuality' which is such a striking feature of organisms

a A y
even when we think of them as specimens of a certain type. For Langer

.

argues that body form is in fact the material result of the,ongoIng

competing processes. It is an artifactual record of all that has gone.

bdfore. The,growth 'rings In the cross section of a tree trunk are

one example of the kinds of pattern Langer has in mind. They record in

highly visible form the result of earlier acts of growth
1
as they were

modified and controlled by (in the case of the tree trunk) the largely

external influences of temperature and rainfall. Similar processes

moreinvolving the mutu41 balance of more obviously internal acts.can be

1 Langer Includes growth as an
assertion at some length. A brief

below. Lfaiger does not use 'artifc

but it provides a useful link with

4

act irtNer system) defending this
r version of the argument is given
ct' in the context of individuality,
other parts of our discussion.

14
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seen in the deployment of colour and pigmentation in flowers and

insects. Final patterns ofcolouration result from differential rates

of growth in different parts of the developing'orgnnism. This may be

organized as a limited number of major growth areas (as happens in

the tree trunk example), or from scattered centers Of growth each acting

Independently (the mechanism which produces.the spots'on a jaguar's

fur) (Langer, 1967; pp. 331 ff.).

Such n process can be easily illustrated by slowly, pouring two

different paints into a shallow bowl. The pouring is analogous to the

activity of two separate growth centers, andthe resulting pattern of

41,

colour will be a spatially organized record of temporally organized

acts - -in this case, of pouring. As-in genetic expression,,the ti!121

configuration can be changed by altering just one of the competing

forces contributing to it--by moving Orra can of naint as you pour, for.,

example, or by using less of one colour than of the other. This explains

in part how a single change within a complex whole organized by the

mutual adjustment of independent initiatives can haye such far-reaching

consequences on the overall structure.

There is another aspect of

mote,for futufe reference: they

patterns of activity, but also a

these formal patterns that mp,should

are not only a result of earlier

record flIgm which we can 'read back

what the patterns of activity were The growth rings in a tree trunk

offer inforration about the climate and weather conditions-of the past;

the distribution Of colour in a plant can be'traced to the action of

individual genes. And as will become clear later in our discussions,

the 'verbal artifacts' (aritton, 1971a) of man provide a permanent

"

record of his 'processes of construing.

The Act of Growth

.4 Before going.further with our discussion, pit may help _to treat

the act of growth in more detail, especiallg'sInce it may seem rather

5
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suspect to---;tii,,50,,,1
.., .;,..p..., _ ...:

of acts. .',.;:htftri n'e,;LID
. 1-

grdcess as part of a general theory

okiEll:',4410"ct depends upon the fact that

an act is defin essentia4IY as tiCe 4lution of a tension. The first
s %.4ks,-; -

P
stage of the plocess is_ nger's 'impulse?., ' a gathering of tensions;

p..,

by definition?when thesei 'tensions are released an act will result,

11

characteristically taking the form ,of an accelerating pace of activi.ty;

a peak, and a progressive decline as the tensions are resolved. The

impulse can be released in a variety of ways, through contact with the

external environm ent,'6r through the influence of other ongoing, internal

-acts, but once it has been released to say that an act has ensued' is

virtually tautological. The strength of an impulse that has been

released to carry through to a characteristic completion- -and not just

a tautological one--is nonetheless surprisihg. A cell in the process of

division will complete_the process even when the organism has died

( though no new cell divisions will begin), so that if tis.Aue samplc.s are

not taken soon after death there will be no cell division evident. A

similar impetus or drive to completion underlies the ability of certain

specialized tissues to change their functions with,changing motivating

circumstances.

,

The gi,lrg'iructures that must 1117.e been functIonsl at

sore evolutionary stage serve a wide variety of other functions in birds'

and mammals where the gills themselves are useless; the pouches that

appear in the human embryo rapidly change into the thymus and parathyroids,

the gill slits become part of the ear, and parts of the throat develop

from'the ancient breathing apparatus. The processes involved in such

shifts are essentially those we talked of in pouring tWo paints together

in a shallow dish: the final configuration of each is shaped by the

other, though its own impulse insures that it will take some shape in

the form that resulEs. (Langer, 1967; pp. 379, 408.)

It is this-sense of impulse as'energy that Langer is using when

she calls an impulse a 'potential act' that prefigures the final act

16
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even thour;h the form it takes will be dependent upon the entire matrix.

Such an impulse, like the act it prefigures, can take plebe on any

level; tor the act of growth, the impulse is realized_ through the

genetic code, itself a system of electrochemical tensions. In the human,.

these tensions are released when egg and sperm are brought together in

a suitable environment.; the act of growth is the result, beginning with

fertilization and ending only with the death of the organism.. Whether

we take each bit of genetic information as a separate potential act Or

treat the entire genetic code as one system of tensions, we can see

that the act of growth (the expression or realization of the tensions)/

will have implications beyond itself. It will be successful, and the"

organism will reproduce, thus renewing the cycle of action, or it will

fail and-the particular system of tensions will end. Without making any

assumptions about conscious processes or alternative courses of action,

there is a sense in which each such act of-growth is.the testing of an

hypothesis about the viability of the particular set of tensions out of
,a

which it comes.

Action Systems

Articulation and retrain ment

Few acts have the autonomy of the act of growth as it appears .in

0
the life-span of a single organism. 1.:ost are subsumed by other, larger

acts much as the body rhythms represent the summation of many 'smaller

cycles. Langer provides a number of analytic concepts that will help us

deal with these larger aspects of behavior. The first is entrainment,,

the process by which a, stronger act is able to integraIe other initially

'unrelated,ac_t4fAinto its course. The vertebrate heart is a,fascAnating

example of the process. In embryonic development,

The slow but rhythmical beat begins a ong the right side of the
,

ventricle and gradually involves the die ventrAculw: all. Sobn

the entire nuncio o: the ventricle is contracting synchronously. ...

Meanwhile the atrium has been forming. As it takes shape, it too

begins to contract but at a more rapid, rate, which governs the rate

17
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of the-heart as a whole, the ventricular rate

Finally the paccm::ker develops. When this r

the contractions of the fully formed heart,

whole heart accelerates. ... If the regions

apart and isolated, each tends to revert

rhythm. If they are combined, again the

keep pace with the faster. (Langer, 1967

This offers a cleat example of subacts being

of a stronger, dominating impulse while mai

being increased.l'IP...

ion, which controls
tarts contracting, the
f the heart are cut

its characteristic
over is increased to

p. 385, fn. 47.)

nlisted in the activity

wining a functional autonomy

which can be reasserted. when the stronger influence is removed.

The converse of entrainment is artic lation, the process by which

a single impulse is gradually refined'into subunits which can later be

involved in other, independent processes.

offers good examples. In the salamander

..:the first limb movement is an int
of the animal-and...it is only later
individuality of its (3-4m in-behavior

is .not a primary or elementary behn

is secondary,` and derived from the
individuation. ... The limb arises
true::. ... The freedom which it ult
under certain experimental conditio
practically absolute. (Langer, 19

Ilere,then, the developmental pattern

than several independent acts being in

crude and elementary act is deepened t

development of its patts until they ar

acts of t eir own. In practice the p

entrainm bt usually go hand in hand:

Again', embryonic development

arva,

gral part of the total reaction
that the limb acquires-an
The local reflex of the arm

or pattern of the limb. It

otal pattern by A process of
n absolute subjugation to the

mutely attains, particularly
s, has the appearance of being

7; p. 269, fn. 27.)

exactly the reverse: rather

rated into a larger whole, a

ough a process of further

,capable of functionally independent

esses of articulatioi and

a system matures, its parts are

progressively differentiated through a process of articulation at the

6
sane 4me that they are being more closely integrated' into larger

functional 'units,through a process of entrainment.

-
Articulatiowand entrainment are used by Langer-only in the context

of'the individual organism. A parallel set of concepts relates organisms

one to another: these are the processes of individuation and involvement

which.Langet\uses instead of the usual organism and colony, individual and

society; ?elf' and not-self (pp. 307 ff.). The human mind is the highest

1B'
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form of individuation which has yet occurred; it is simultaneously

the basis for his corporate acts--his involvementwhich extends man's

range far beyond that of the individual On his own. ?athez than

opposing processes representing different ends of,a"biogenetic scale,

Langer argues that they are complementary and ove together, perfect

reflections, step by step.

Systems of' Implications

In certain circumstances an act not only results frob a particular

.
context but also changes that context in such a way that the act

more likely to be repeated iri the same form. Langer has cal/led/this

phenomenon 'facilitation' (p. 381). where it exists, facilitation

provides a basis for building up systems of behavior which.are not simply

rhythmic concatenations; it creates a path rather than maintains a

cycle. This process is of special importance to us because one of the

areas in -.:hick it of )rates is the nervous systeas of anir

man.

als, including

We will call the results of the process of facilitation the

implications of an act, meaning by that the actively indUced changes in

the structural matrix within which acts take place. -How stch processes

operate within a complicated organism such as man is probl vatic, though

a number of interesting theories have been advanced to expl in it. The

one point that is clear is that the changes must be in some sense

physical, whether this means that there is growth at the synaptic gaps

or changes in-,the electrochemical composition of the surrounding medium.'

For our purposes we do not need to dip into the controversies surrounding

this particular point, beyond noting that the effects have been

systematicallyif variously -- accounted for. !!ebb's (1949) theory of

the cell assembly is one of the most comprehensive and Useful of those

/which build upon processes of facilitation, especially when one notes

that the mechanisms tat Hebb. .derives are feasible whether one accepts'

19
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his:explanation of them in terms of growth at nerv9 endings or prefers

a different account of the structural changes.

The important point is that acts do have :implications for the

acton'systens of which they are a part. These implications seem to be

two-fol,::: they concern both other acts occurring simultaneously and

these that follow sequentially after. Whatever the structural mechanism,

later a.2ts.rill tend to take place in the same total context and to be

followed in the Sane way. These systems of implications of previous acts

thus provide a kind of template, a way of ordering the world that will

be activated in dealing with a new experience. The more often a given

get is repeated,, the stronger the system of implications derivihg from

it will'he.,(The proce-ss is similar to that by which a stream simultaneously

, i` -

alters and dedeenp its path by the very 'act' of following it.) Conversely,
,

.

if the context of the act is changed so that it is forced to take a new

shape, the, system of implications will change too, thus building up
i

an alternative node of expression. The activation of the full context
t , ,

.!
of ap act context built qp of the implications of previou

% ,P 4.4
, A

essentiallythe 6,:livillgof-meaning which allows behavior to become
. . .

intentional ando'intelligenV. 'It is what Polanyi (1969) has called, the

7i

tacit integration' el: the elemonts of the context into a coherent whole.

1:e..cOn applg this approachto'some of the experimental results
..4..,

... -----
which the behaviorist lave obtained. --'1i,e starting point is the

0

recognition that ifle organiser,-- whether planaria, rat, or human beingin

n

.:

behavioral experiment Filces,use- of exactly thesorts of patterns of
.

implications we have been thlking bout, His actions in effect test the

usefulness of the pattern available to'him, and the results of each

action include a-new sysCeii of implications which will either strengthen'

or conflict with the older g7.Stem. The 'eke about the rat who thinks

he has trained Ifissexperimenter to feed, h every tire he preises
,



-26-

.
lever is not far wide of the -mark; from the point of view of the

subjeCt of such experiments, that, is exactly the process underway.
2

The experiment is not about building 'associations' or 'connections'

between two stimuli and then perhaps 'extinguishing', them; it is about

testinv hvnotheses about behavior anlropriate to a new situation. Or,

put another way, it is about developing a stable pattern of implications

for integrating the elements of the experimental sit4ation into a

meaningful whole.

The,obServation that the subject in a behavioral experiment is
_

in one sense testing hypotheses is not a new one: Kretheys%y argued

the sane point in 1932swith an experiment modelled on a standard

behavioral paradigm. '4iihe experiment is summarized in Hebb. (1949),

p.'161.) found that if a hungry rat is confronted with a white aAd_

a black door, sometrMes on the right and sometimes on the left, with

food behind one of them, itswill approach the doors systematically

rather than at random. During the course of learning the deSired

discrimimition, the at will 'test' Ties of hypotheses: it will

v
persistently try the left door, say,, or the black one .(whichever side

0.

,

it is on).; be may even persistently alternate left and right or whi.te
Ow

and blach. The rat will continue in this way until one of its systematic

actions is persistently rewardedat which point the usual interpretation

would bethat'the discrimination-has been leavned. :Clearly., however,

the rat discriminates between the relevant'cues from the beginning; what

learnS is the way in which they are relevant - -the set of implications

which will consistently yield foods. The danger an such an analysis lies
6

in imputing more 'control to the organism than iA necessary. It is simply

0

2
The joke bor;an with rt cortOon in the Columbia University Jester;

cohr.enting on it, SI:inner (1959) has acknowledged that . "The organissi

whore behavior is most extensively moified end most.completely controlled
in research of the sort I have de-Scribed is the experimenter himself" (p. 98).

.

a

21



-21-

aFting in response to the implications of previo0s actions, dnd,these

,/ . ...2

actg.1n turn are building up new implications. The systemati nature 411.111.-.111.

of the observed behavior results because the organism is responding

consistently to the implications, changing the response when the new

implications are strong enough to demand it. Thus our 'hypothesis

testing' is really metaphoric; the processes we are describing, at least

at this level, need involve no conscious processes or explicit awareness

of alternRtives. :hat they do involve is a meaning-assigning act of

integration, an ordering of the elements in the animal's world into a

pattern with impliCations that will give him a measure.of control.

-4. The !mestion of Rules

The action systems of man have progressed to a high level of

development. Though as we have already seen the interactions among

them are often controlled by field forces, the internal organization

of.many of these systems is highly regular; the most complex and

interesting are those which are thought of as 'rule-governed'. The rules

syntax are one such system; the structures of thought are another.

Bot' are systems of implications derived.from previous acts.

Gensin five Po v:er

t,e will start with Norm Chomsky's Syntactic Structures (1957),

which o aned up a whole neg,approach to language as a finite system of

rules ca able of generating an infinite set of sentences. Chomsky's

basic ins ght was the recognition that it is"po ible to assign at

structural description to the'words in an :English sentence that will allow

the final uttered' sentence to be symbolized as a set of structural

indics and lexical entries which are altered by a finite set of ordered

rules into (n obligatory uttered form. lie called the underlying set of

lexical ite and indices the 'deep structure' of the sentence, the

sequence of ords ac- tually uttered the 'surface structure', and-the system

of rules med'ating between them the 'transformational rules'.

- 22
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We can illustrate with a simple example, ,Consider the two sentences:

"Did you see the book?" -inc "You saw the book." A very simplified

diagram of the deep structure of the first sentence would be:

Sentence

Question you saw -t1 e book

see+past the book

deep_structure of the second Sentence would be exactly the same,

except -that it would lack the structural ,marker " Question.". In going

from deep to surface structure, the 'question transformation' would be

applied in the first sentence but not in the second; all of the changes

would be completely regular and rule-governed--in this case consisting

primarily of 'do-insertion'. Two points should be noted: first, the

/

deep structures are .identical in all but one element, corresponding to

our intuitive-sense that indeed the sentences art closely related. This

ti

means among other things that all but the one element can bA 'handled'

or processed in the same way; we do not need two sets of mechanisms

even though the surface structure, the sentence-as-spoken, does differ'-.

in the two cases. Second, the rules that govern the changes in mevin

from statement to question in this example can be shown to be of general

applicability: one 'question transformation' can be used (in the full

set of rules) to generate questions from widely differing statements.-

Again, this allows simplicity and economy iI\the mental processes themselves.

A complet% set of transformational rules is of course far more

complicated than this one short example would suggest. Nonetheless, even

the fully articulated systeril is a model of economy and sirplicity

compared with the literally infinite system of ad hoc rules that would,

I.

be necessary if We'did'not have some explanation of regularities holdinz

between sentences_ whose surface structures are obviouslyliff9.rent but

. whose deep structuces overlap.

Jean Piaget, hough choosing to formalize his arguments in :1

etwaeuhat has traced siMilar systemn of L.enerntive rules ,

2,3
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underlying the thought processes which he has analysed.
3

I, good example

fof our prcse-ts: purposes is his description of the functioning of what

he calls an I N n C groUp during the stage of-formal operational thought--

which in his theory is the characteristic thou:lht-p.Ittern of adolescence

(Inhelder and Piaget, 1958). An I N R C group is a set" of very sennral

transformations, in z:nctly the same.sense is the transformations studied

./
in language by Chonsl:y and his,followers. Those of interest here are

Identity, Negation, Reciprocity, and Correlativity. In the context of

the system of propositional logic Piaget is studying, the negation

transformation of 'p or q' would be 'not p or q'; the identity transformation

of 'p or q' would be 'p or q'; the reciprocity transformation of 'p Or

q' would yield 'not p or not q'; and the correlativity transformation

of 'p or q' would yield 'p and q'.

These four transformations taken together,form what is known as

a commutative group; its importance for our purposes is that such a

group structure is fully reversible and in one sense fully 'generative'.

That is, given the four transformations operating as a system upon a

set of elements, all possible combinations of the elements can be

generated fron any given subset; and having generated any given combination,

one can return to the starting point without resortim to any extra-

systemic principles.

Again it will help t6 take a simple example. Say we wish to

discover whether sugar makes water'taste sweet. The initial or starting

position involves two elements and one relationship that we know to hold
4

between them.:

1. (sugar added) and (water sweet).

By reciprocity we have another possible combination:

2. (sugar not added) and (water not sweet).

3
Piagels publications are so numerous that general statements about

his theory in this and later chapters will not attempt to enumerate them.
As a convenient summary and bibliography, Flavell's (1963) analysis will
serve for most purposes.

2 4
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:Negation then gives us

3. (sugar added),or (water 'sweet).

Finally correlativity brings us back to the beginning:

-4. (sugar added) and (water sweet).

Since the third of these.steps--(sugar added) or (water sweet)--can be'

realized either as (sugar added) and (water not sweet) or ns (sugar

not added) and (water sweet), the system of transformations has given
. .

us the ,full set of possibilitibs. The four relationships which we

have generated from the single relationship with which we began can

A
be dismayed, in a 646-by-two table:

q.
where p =. sugar added

p pq pc q = water sweet,
F = swat not-added 4

P, 3q 12,1 q = water not sweet

This, like our syntactic example earlier, is a very simple case, but

the principles inherent in it continue to be of value in higher-ordered

problems ; there, for example, there nay be more elements involved and

the full set of possible relationships consequently much larger. The

importance of the I N R C group is that it generates the table.frem a,

single instance of the problem, thus providing immediately the full
J. O.

set of possible combinations for consideration.

The existence of such generative rules--whether they are called

structural or transformtional by those who have studied them most

closely--has been demons'rated in many different areas of mind. Piaget'S

investigations have carri p him through such diverse areas as conceptions

of tine, space, causality, and moral developmenteach in turn treated

as a system of rule-zovern d behavior. Chomsky's investigo*tions have

$

similarly been extended far beyond the syntactic rules with which he began.

Phonological theory. has been) an especially fruitful area of application

(Chomsky and Halle, 1963);/ but some progress has been made with problems

of semantics as well. At th same time, A,M. Liberman and his coworkers

at the Haskins Laboratories hive argued that such a grammatical or rule-.
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governed system is equally necessary to explain the interpretation of

sounds even at the acoustic level; a simple 'translation code', will not

explain the phenomena they have detailed (Lparman et al, 1967).

Constitutive and Re?,ulative Systens

The crules that erge from such analyscS are t:hat-John R. Searle

(1969) has called.'con titutly rulei'. Beginning in the context of

semantics, Searle has \pointed out hat a system of, rules either regulates

pre-existing activity, or .it "constitutes" an activity "the existence
0

Of which is logically d 'Oenderit on the rules" (p. 34).
4

Games provide a

good example of the not re of constitutive rules: moving chessmen

around a bgard 'is, a 1gcme of dhess only by virtue of,the rules of the

gane., On(41,Wjns or sell because. according to the s a system or rules,

certain etens count e..winning or losing. In our4reV examples,

the surface structure "D d you see-the book?" countsVas,a question

because that is the meaning assigned to it by the'Syiten of ;syntactic
.,.

rules. Similarly the twob.y-two table derived from the simple propositlion s_

'p and q' through the app ication of the I N :C. group counts as a

legitimate summary of the

exackly--and onlybecaus

possible relationships betwatn the two elements

of the system of rules through 'which that

expansion is mnde. Indeed, if we move down the deve4opmental scale, we

find that such a proposition is not so constituted by a younger child,

.J

who reasons only in terms of the concretely available, combinations and

does not fill out the table (though, given all, four entries, he may. be

perfectly capable of.ffgadazing them as a_thble).. Sihilarly, if we move

up the scale to the dei-ivations of symbolic logic, we find that.the

legiticy of suctwean expansion continues to depend entirely upon the

4
Searle in fact allows constitutive rules to constitute and regulate,-

yhile regulative rules only regulate.. This blurs thendistinction between
them anti lessens their analytic power; in the discussion which follows
the two systems will be treated as distinct in all cases, .thOugh
coordinated in the context of any given activity.

26
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particUlar system of rules that is pogtulated.' La some ayl:teros the

at of theINRCgroup do not held,

table is again not, a legitimate expansiOn.

and the tWO-13y-iVO

C6nstitutive rules giveme)allang to aoaction; they do not provide

a method'for carrying it out. This aspect of an action system is

governed by regulative rules that control the path through which nn action

will be realized. Though the two systems are closely related, they are

far from identical; we all know the meaning of some actions which we

are nonetheless unable to carry out ourselves. '(Ue recognize the play

of a champion chess player, for example, without being able to.play'

championship chess ourselves.) Another simple example will illustrate

the opposite point--that the two systems are also inter-dependent: when

a baby is given a new toy which he has never seen before, he will Teach

for it, pick it up, and shake it. This simple movement is in fact quite'

a comp/ex act, the first part of which involves the toy being reco;nized

as 'something to shake'. This is the application of a system of

constitutive rules. The reaching and 'actual pickin7. it up to shake are

part of a second stage, coordination of motor movements that will be

more or less well-developed depending upon the age of the baby. This

coordination of movements is carried out through the operation of a

System'of regulative rules.
5

The point is that the system of regulative
.

rules is dependent upon the system of constitutive rules to give purixyre

or intention to the action; without first constituting the toy as

Something to shake, the baby would have had no reason to pick 1t up at all.
4

What is emerging here is a point of view very close to Pinget's

processes (of accommodation and assimilation. The latter is the,procesg

1

--4;:n
.

by which n newobject or behavior is integrated into an old behavioral

framework; it is thus given meaning or purpose, is 'defined as' something

5
It is this sort of regulative system that Bruner (1968, 1973) has

been studying in his work on infancy. ' r
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in the organism's world. The former involves the changes thnt have to
,

be made if the new object is to be interpreted in that way- -the

particular grip of the fingers that will be necessary to hold on to the

toy, a grip which will be over so slightly different fromrthe grip used
r-

to shake other toys in the past.

Schemata

In Piagft's terminology, the integrated sequence of acts involved

in grasping the toy would be a schema; in an important sense, such

performance schemata are systems of regulative rules which cut acpoips

systems of constitutive rules operating at different leirels of organization.

4

Michael Polanyi (1969) has made this point in discussing what he calls

'dual control': the operation of any system of constitutive rules is

governed not only by its own internal order, but also by limits on its

applicability that cirive fro: 'other, prior systems of rules. Thus in

speech, Polanyi finds that the "lowegt level is the production of a

voice; the second, the utterance of words; the third, the joininj of

words to make a sentence; the fourth, the working of sentences into

style; the fifth, and highest, the con?ooi':ion of the text" (p. 233).

Ivch of these phases is subject to-its own rules, and the results of .

each place a boundary or limit on the next,lOwest level: the voice has

to utter-the words. that bake the ,sentence that has the style that is

appropriate to the composition.

At'each.level, it is possible to study the rules in isolation

from their interaction, with other levels; this is essentially what

Chomsky is doing when he limits his studies to syntactic 'competence',

the native, speaker's tacit knowledge of the rules rather than his use

A

of them in particular contexts. Chomsky's notion of 'performance',

however, is too global for our purposes; as Dell Hynes (1971) has argued,

it confdfse$ a negative concept (e.g., 'mere performance') about what

goes wrom with behavior, why it is sometimes incompetent, with a second

28
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that includes all of the non-syntactic but equally rule-governed aspects

of linguistic behavior. Our approach here will be to consider each of

these rule-governed influences as an independent system of constitutive, -

rules, and to consider the conventionally patterned schemata which

,govern overt behavior as regulative rules cutting across these independent

constitutive dimensions),

Like ;211 action systems, schemata are made up of a network of

implications of previous acts. Piaget concentrated his studies on the

developmental aspects of these systems of implications, in the course

of his work also detailing many of the interrelationships between

regulative and constitutive systems. The I N R C group, for example, is a

system of constitutive rules underlying the forhal operational schemnta

that'Piaget-finds in adolescent thought; it is not itself a schema. In

the sugar and water experiment, a subject would not consciously apply the

four transformations as we did to fill out the matrix of possibilities;

he would have an operational procedure, a system of actions rather,than

of consciously formulated rules, that would lead him to, the same result.

It is the validity rather than the mode of operation of this procedure

.(or schema) that rests upon the underlying constitutive rules (which also

validate other schemata with other functions).

Concepts and Constructs

A schema in Piaget4s usage is a pattern of action organized towards

a specific end; any given schema may subsume other, simpler Scher' to and

can itself be subsumed by a more complex, superordinate schema. Althou-h

in his recent work Piaget has moved toward dividing those which oparate

at low levels from those of greater generality, we will refer to such

organized systems of actions as schemata whatever their level of

generality or particularity. This is consistent with the approach we

have taken in the rest our theory of action and will allow us to deal'

simply with the two further notions which we want to incorporate,

29
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'concept' and 'construct'. Host of the differences between these two

terms can be traced to the particular spt of phenomena with which each

originally dealt; as they have been generalized beyond their original

dorains the differences between them have lessened. :.rich is in fact a

schema, a system of implications built up from past actions and serving

as a, template or guide for future behavior.'

Kelly's (1955) discussion of his personal construct theory makes

clear the extent to which a construct, like a schema, is a system of

implications of previous acts. He argues that a construct "psychologically

channelizes" a person's behavior and that, channeled in this way, every

act becomes a test

simply to say that

acts and will have

of the validity of the construct itself. This is

every act is based upon the implications of previous

implications of its own: the former provide the

'hypothesis' and the latter the-.'test' of its validity. Kelly had taken

Brea,`_ care to point outthat a construct need not hav9 a verbal label,

and that a person may be completely unaware of the constructs with which

he is operating. nonetheless while admitting such an unconscious

component in the system, the constructs which have been studied most

frequently and in greatest detail have been those with quite widely

accepted verbal labels: constructs like kind-cruel, notherly-fatherly,

self-not self, friendly-antagonistic (cf. 3onarius, 1965; 3annister, 1970).

Portly because of this emphasit, in the supporting empirical work,

construct theory has moved much closer to theories of conceptual

development then Kelly himself had anticipated. One of his primary

concerns in separattng constructs from concssts was to point out: that in

addition to the traditional notion o; inclusion and exclusion associated

with a concept, there is also a clinically important distinction bet-men

things t9 which a construct is relevant and those to which it is not

relevant. Takini as one example the terns 'male', Ifennlee, and 'tine

of day', Kelly argued that the construct 'masculinity' would be relevant
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to the first two but not to the third, whereas in concept theory

'masculinity' would,inolude 'male' but exclude both 'female' and 'tire

of day'. He used the term 'range of convenience', to refer to,the full

set of elements to which the construct could be relevantly applied, and

'focus of convenience' to specify which of the items within the range.

a construct had originally been formulated to distinguish between.

I

Yet although Kelly's discussions are,valuable for mal:ing the-

distinction explicit, he exaggerates the difference between traditional

theory and his own: For in fact the notion of range of convenience ,is

implicit in the hierarchical and classificatory emphases in traditional

theory: to build a hierarchy of elements is to implicitly define the

range and focus of convenience of the concepts in the hierarchy. An

example will illiqtrate the {joint, in this case a simplified classification

of organic matter:.

organic

anima s p ants,

wild
-',,,

domestic trees ' flowers

Z\ /N
dog cat fox hare viak maple rose tulip

If we recall that the focus of convenience in Kelly's theory refers

to those elements that a particular construct most directly distinguiShc

from one another, we can see that it corresponds.tO those elements which

are subsumed by the same immediately superordinate concept in the

hierarchy. Thud-,,tdog, in this simple example separates dogs from cats;

'tree' separates trees from flowers; 'animal' separates animals from

plants. Range of convenience, on the other.hnnd, becomes really all

elements which are in the same hierarchy but which are not in n relation-

ship of superordination. Thus 'dog' has as its immediate range oC

convenience 'cat', 'fox', 'hare', and Iwild.animals'. By moving up the

hierarchy the range of convenience can be expanded, but the new elements

brought in at each stage will be progr sively less relevant_to the

)74
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original distinction; finally they will be 'out of range'. (It is less

relevant to apply the concept 'dog'.in the'sentext of wild animals

than in that of domestic animals; less relevant stilL to apply it in

the context of pleinta;, and probably totitlly irrelevant to apply it to

inorganic things.) The precise, breaking point is arbitrary here; but it

is arbitrary fet Kelly as well.

Kelly's concern with the problem of veralization,iin particular

that. concepts were labelled and constructs need not bel is directly

related to the focus of convenience of the two'bodies of theoretical

work. Concept theory has been most interested in problems of classification

and this hassarried with it the notion of names for categories;* verbal

labels have been taken almost for granted. Kelly on the other hand

was interested in interpersonal
tbehavior, an area in which much-more

of the behavior studied reflects unconscious and unlabelled patterns of

action. Nonetheless as tie have noted Kelly and his followers have

concentrated considerable attention on verbally labelled constructs; and

conversely, cognitive psychology has turned its attention to nonverbal

behavior as well. Thus Bruner in his lectures on infancy (1968), for

example, is concerned with such skills as sucking, grasping, and looking

because he sees in then examples of nonverbal conceptual learning. In

his words, the "practice of variants of4a skilled act is, in effect,

practice with instances of a concept" (p. 30). In arguing such a point,

Bruner is follolring Piaget, whose cr.rn notion of 'schema' evolved out

6e Studies of nonverbal behavior in infants.

Contrastive Pairs

..:hat Kelly's theory of personal constructs does achieve is to

throw our emphasis squarely back upon the problem of relationships

between concepts. Concerned with allowing 'constructive alternatives'

in a therapeutic context, Kelly insisted that constructs should be

regarded as bipolar: it is only by seeing en element in relation to

its afternatives that it can have any meaning for us at .all. For this
32
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point we can muster arguments from sources as diverse as linguistics,

cybernetics, arid even other contemporary theories of psicholOgy (cf.

Lyons, 1969; Osgood, Suci, and Tannenbaum, 1957), but Claude Levi-Strauss'

(1966) ethnographic analyf:is of totemic classification systems is one,+of

the more interests'. F.e takes pains to demonstrate that contrasted

pairs are a natural and Powerful tool in the construction (3: systems of

constitutive rules, which in turn serve tp simplify the world by ordering

It into predictable patterns. Summing up roughly half way through his

argument, .Levi- Strauss wri

. All that I claim to have shw:n so Ear is...that the dialectic of

superstructures, like that of language, consists in setting up

constitutive umits (which, for this purpose, have to be defined

unequivocally, that is by conti.asting then in pai-rs) so as to be

able, by means of them to elaborate a system which plays the part of

a synthesizing operator between ideas and facts, thereby turning

the latter, into signs. Tha mind thus passes from empirical diversity

to conceptual simplicity and then from conceptual simplicity to,,

meaningful synthesis. (p 131)

He goes on to point out, however, that such a system will ba further

elaborated through adding contrasts at the major poles until it is as

detailed as need be for its ordering and predictive fu5dtions. .ipennis

Hinkle (1970), a former student of Kelly who has been especially

concerned with the relationships among constructs, seems to have

arrived at a similar point: "The number,of possible contrasts for a

concept is potentially infinite. Kelly's _constructs seem to reflect the

usual contexts of discrimination: the -.ore frequent sets of contrastin)

concepts used by a person. To be sure, this is not how Kelly thought

of it" (p. 105). It is, however, how we will think of it; it t-is the

last stage.of,o6r bridge between concepts nd construct Wory. Uhile

o rill continue to use the terms more or less separately in the contexts

of the theories which stave developed them, we should recognize that we

are in all likelihood studying the same mech4nisms,from slightly different

vantage points. Gross discrepancies between cognitive psychology and

construct theory should be cause for concern.
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OrPanizing thilWorld
;

When wb classify something as a'rt instance of a concept, we qee .

. .

predicting that its 'characteristics ara cOnsistent- With ,those on which

- ,

.the concept is based. These-characteristics are themselves. part ofthe
. , , . -'" -.

.
. .

implications- of previous uses of the concept, and in turn guide 010

use of it, in the future. The label that is attaeheeto tl concept or

construct is simply that, alabel;' the functional aspect is the

network of impliations that lies behind it. What' this means may' be more

-

evident'if we take pgan.example the development of theelincept

For the young,bny, 'mother' is likelN td be a sifina comfortthat confortjs

at hand; that he '411 be cuddled, fed, and .changed. These expectatIbfts

are the system o implications ti;at'4o with 'motkhert and shalpe the .way

, ott 4'
the yby ,behaves when he hears the word. Eventually the baby wr11, be

comforted by othe

offering comfort.

.

people, and 'mother! will appear'at times without
-. .

V . .

"Such ac4ons will dstablksh:new implications for

'mother': it may ipal, 'The-lady w o feeds me', Or perhaps jugt: 'any
. 1- , .- -

Lady'. LaEeratwi r mean the partktutar lady,others call his mother,
Ns ...".. N..:

, .

and stilal later, Ils 116 hears I.0..k) used to .45c?1,4942,thevpeOple.ls
. -

.4.

. i'
mothers, its implications will: hAve to change,again.

.
,

.

A concept, con.truct., or Schema -s a system of regulatory rules,
, ,

4

---- . .

44e

, . .

.4 . .
. .

n guide to-performanc embe4ped int system of constitutive rules that
'

.
. . _

.'.. .

give meaning to it. 0,A tachin Ii'ainel to such a' schema 'creates the
--. .,.

,a .

poshibllity,of placIng it into new"contextsy and thus of creatin: new
.

- ."1. .3.
. , .

sYstebis of.implicntions If ve contlilue'with,our example of 'mother',
'a .

V d

',we note that the system ofaielplipations at, any given point in bime is'
...

, . .
. e

a product, of the element *'mother' 'with'alr of the other elements (and
.

, .
1

their systemPof implications) that are also constituted as relevant.

If we,sny-4MOtha- is bea eiful," we are creating a system of implications. " .

in which the-ipplications d& beautiful are subsutltd ap part of th e

implications (4 !wither' clich may or may not be on with the
. a

.

implications that are alread subsumed there!):Ne can lust as easily 3,1
.

7
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fly "Mother is and create a differeAt system of implications

altogether...

It' is not anew observation that lang.uage is our way of organizing

and reorganizing our world, but it is an important one and worth repeating

here. Michael Polnnyi (1958) sees it as the difference between man and

the rest of the animal world:

It nnw appears that ,the intellectual superiority of man is due
predominantly to an extension of this power [to reorganize memory
by the representation of experience in terms of manageable symbols
which he can reorganize, either formally or mentally, for the
purpose of yieldin3 new information. ... To speak is to contrive
signs, to observe their fitness, and to intercret their alternative
relations; thoulh the animal possesses each of these three faculties,

he cannot combine them. (p. 82)

Syntactic rules, then, are ultimately relational: they determine the

form of the 'product' that result's when the many sets of implications

symbolized.by th'e words in a sentence are concatenated into a new

structure. (Cf. MObill, 1970; Leman, 1970; IlrittonT 1970; Hallidayx_ _

1968.)

It is this which makes man's ability to manipulate symbols so

important. It allows him to control the systems of implications through

which he views the world. Each of his symbol systems consists of a

set of elements (the symbols) and a set of rules for reintegrating them

into new forms. It matters little whether the symbol is 'motivated',

benrin9 within its structure some suggestion cr reflection of the

implications it .Parries,,or .1conventional', assigned arbitrarily but

consistently toTa given system of implications. 'Image', 'sign', 'symbol',

and isignifier'are all part of the same spdCtrum, differing in the

degree tchich their systems (4 implications are.public or private, well

or poorly defindd, arbitrary or motivated, verbal or visual. P:ach is

part of a schema in our general sense of the word; each hits its own

implications-for future acts, its inherent hypotheses about the results

of behavi.pr, and its own possibilitids for subsuming and being subsumed

by other schemata. 35
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The systems of rules which we have been describing operate, in

Polanyi's (1953) terns, tacitly: our attention is focussed through them

to a goal. 3ecause we do not focus on them directly, we are often

completely unaware of,their nature. Through-them-we shape our under-

standing-of the world without even realizing that we have thus created the

world as we know it. It is on this process of creation that we have

been focussing in our theory of the implications of acts, for it is the

,patterns of implications rather than their conscious formulations as rules

that are important.

Hodels

Two-further aspects of the learning of rules seem important-to

note at this point. The first derives directly from the fact that

implications are built up by-doing something: what we have done in the

past often forms a model for what we will do in the future. Piaget (1951)

has noted that one way in which a child extends his repertoire of actions

is through imitation; and imitation is simply the following of a model.

He treats this as an,excess of accommodation over assimilation, since

the child who is imitating is usually focussing on the action itself- -

in Polanyi's terms, the model has become focal rather than subsidiary.

Only as the motions are internalized do they begin to be used in the

service of some larger goal. Thomas Kuhn (1962) has used a similar

mechanism as an analytic device in the history of science; he traces

changes over time to shifts in the underlying 'paradigm' or model on

which all 'normal science' is based. Such a paradigm, though parts of

it may be made explicit, consists largely of unformulated assumptions

about what is and is not a proper sort of question or mode of explanation.

The Darwinian theory of evolution is one good example of the operation of

a paradign powerful enough to have Influenced many fields of enquiry.

Scholars who.began to treat history, - psychology,; and sociology In

'evolutionary' terms did so not because Darwin offered a new setof

3G



A6411ff,...4

1-6 :

explicit procedures for their disciplines, but because he provided a

f new modell, of the sorts 'Cf questions which could reasonably be asked.

,The.Elaborative Choice

t4 The second aspect of rule learning that we want to note here is

one that Kelly (1955) aas_treated as 'elaborative choice' and .Bruner

(1968) as 'restriction of the degrees of freedom'. The point is that

t

in confrontinga problem we usually have more resources at our disposal

_
ethan we can skillfully coordinate; we usually proceed by arbitrarily.
t
,rstricting the variables which will be considered as relevantto our

solution, gradually adding new ones only after our mastery of the first

A

set.hlis been assured. BrUner recounts many,examples of such processes

in the'development of reaching behavior in infants. In one series of

invesOgations, the child of ten to twelve h eks was found to 's'.!1.e,

atan object held t:i'thin its reach, with fist tightly and elbow

A
lockcid. 1Y three and a half to four mon.s, the baby will often reach

with_hands open, the reach closing when the object. is at the
Yl

midline of Oie bCdy, and
1

gle hanes closing at contact. -Nen ns late as

seven months vi' Mon nay be restricted to theperiod of launching thn-

reach, with gaze-aversion or eye-closing followinc, ;uickly after.

Rigid joints, orientation around the midline of the body, eT, closing,

or gaze aversion all serve to limit the degrees of freedom, reducing

the number of elements to be controlled and thus simplifying the problem.

tnly as the task is mastered in its simplified form will the degrees of

freedom be increased by, for example, keeping the eyes open, bending the

----elbows, or unclenching the fists.

Kelly makes /essentially the same point within the context of his

construct theory. He argues that the normal pattern of construct change

is en antension Of the system to include new elements followed by a

period of redefinition and mastery within the constraints of that

extension. The decision whether to expand the system or to work out J''

the implications within its present limits is what he has called the 3"
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elaborative choice - -a choice ordinarily governed by whether further

mastery of old elements or the addition of new factors to the system is

more likely to lead to increased control. Both processes'are valuable:

if a system simply extended its range without working out the implications,

it would quickly become unworkable; if it never extended its range it

would be unable to adjust to changing pircumstances.or to ex tend its

control to new areas. (Cf. Kelly, 1955; p. 65.)

Piaget's description 01951) of play as an excess'of assimilation

over accommodation_relates to this need to 'elaborate implications within

a given set of restrictions on the degrees of freedom, Play is a process

of gaining mastery, a working out of the full set of imPlibations of

a given action system. One would thus expect to find, as we do, that

play is concehtrated around newor difficult experiences; elements thct

have not yet been fully mastered or fdlly integrated into the action

scheMata. Rather than expe6ting it to die out (as Piaget argues),_ W.

should expect to find play (as elaboration) occurring throughout life

in the context of new skills or new concepts, though its 'childish'

nature may be masked by the seriousness of the concepts themselves. And

in fact we do find such elaboration: it is tare process Kuhn (1962)

has called 'normal science', the working out of the details within a.

paradigm; it is the taking up and over-working of a generative idea

that Langer (194) has noted in intellectual, history; and it is at

least a part of the function of literature, as we shall see in the

next chapter6.



CHAPTER I

THE yoDzs OF DISCOURSE

1. The Social Context

The Child's World

In our discussion so far we have given only passing attention to

the social context within which-the individual functions. This was a

useful strategy while laying out the important characteristics of aces

and action systems, but it is misleading and must now be abandoned.

George Herbert E outpointed out as long ago as 1934 that the control over

the environment which an individual achieves through his acts is,in fact

a social control. A person's very existence as an individual, his

recognition of himself as a self, his language, his thought, 'his resources

are products of social rather than individual actions. Or to return

to Langer's (1967) terms, man reaches his highest individuatidn only

through his involvement with the society and culture of which he is c

part.

The social relatioships in- which /a child is engaged from birth

provide the context for imposition of a socially given 'common-sense'

or 'everyday' reality (Berger and Lutkrann,. 1967). Though we argued
0

earlier that an individual creates,his own world through the consequences

of his actions, in fact for the. child those consequencesand hence that
/-

world--are to a large extent prddetermined. The elements of the world

are defined as elements and their use is demonstrated, first through

gestures and manipulation, later through labelling and verbal instruction.

(Thits a bottle is constituted as 'something to drink from' because the

mother has put its nipple in the child's mouth; later a glass which he

has never seen will be similarly constituted simply by so labelling it.)'

Though our knowledge of the physical world, in pareicular of the various

constahcies h3hich Piaget has studied, may require :immediate, individual

experience with objects, our knowledge of the constitutive and revlativc'

31)
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rules which give meaning to those same objects is built,up

We do not as individuals have to rediscover that water is fcir drinking, ,

block's for building houses, ice for making drinks cold; thes ire all

part of the world that is handed on to us socially and 'objctively', as
!

a reality which is interpersonal and independent of individual volition. ,

Much of the knowledge which is passed on by Society 17 never made

explicit to the child though it shapes the actions and reactions of

those around him: one of the not;>t obvious eireas is our knowledge'of the

proper forms of social behavior. Because this knowledge tacitly structures

the behavior of,those around the child, his world will htiv a eonsieteneY

reflecting thnt structure. And this in-turn will mean that' his-Own

acts will have a consistent system of implications (in the sense.of the

previous chapter) built up around them, a system-which is his knowledge

of the governing social conventions4 This process ofprimnry socialization

(Berger and Luckrann, 1967),

within a particular culture,

choice open to the individual

without rather them generated

the learning of roles and role relationships

I

is ag in characterized by the lack.of

dole relationships are ihposed from,:'

from within: however many choices there

may be within a society as a whole, those open to the child are More.or

.less fully deterMined by his own family structure.) lie progressivism'

of a chidld from a pl-ogressive family isN,ipst as tho011tughly predetermined
t

.

,

>

as the conservatism of a child from a conservative one; to rai's'e a

child to make his own choices is still to place him in the role of 'one

who makes his own decisions'.

are-centered ar6und himself and he

to be similarly centered. This is

The actions of, the young child

fully expects the actions of otherg-

ro

especially evident in his language, which until about the age of seven

I
1

4 + ,
For explorations of the lorver-term implications of the':vneriolin;

forms of parental,control
9 '
cf. the work 'oE'Bernstein (q:5,.,"Iand,-

DOUglas (1970).
,

A
*

.

,

-40 .
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ignores most problems in communication: the young child knows what he

means to say and Apsumes that thote around ;him will understand him too.

Piageti who dealt with this phenomenon at length in his early work (1926),

palled the language of the child 'egocentric' to indicate the extent to

which it ignores the demands of roles and is centered on the self. Though

Piaget emphasized the self-centeredggssof this speech, Vygotsky (1962)

later pointed ou;,-- tthat such eFsocentric speech is nonetheless a part of
.

. ,. , _
. .

_ the cbjld's sqdral rather than his individual behavior. However poorly
,,..

the child maY-underst4id the requirements of the others to whom he,is

speaking, speech at this stage remains very much speech for others

and not for oneself.

Gradually the chid does increase his understanding of the people

with whom he comes in contact (FlaVell et al, 1968). George Kelly (1955)

called it learning,,to'construe the construction processes of Others;

Mend (1934) dealt with it as an internalization of the roles which

the 'other' fills. Both ,mean simply that a person builds'up expectations

'about how ,people will behave in certain kinds of situations; 'these

expectations are the 'rules' which constitute or give meaning to behavior

givenin a social context, allowing any given action to be interpreted as
-`1

proper or bizarre, helpful or disruptive, friendly or antaponistic. The

particular rules of course vary from society to society, but the

existence of sucolrierules is a condition for the very existence of a social

2
,group.

The learning of these social rules coupled with the developrtent

language leads eventually to self-consciousness, an awareness of"the

self as distinct from the other. Part of this is a result of the.

2
We are only just beginning, to recoiize the extent and complexi y

of these tacit social rules. Of. Mary Douglas (1972), who gives an analysis
of the detailed rules that underlie what we consider a 'proper' combina on

of foodw or a meat at varying ti:les,of the day. Othersueh systems are
explwed'for their effect on lagguage behavior in Giglioli (1?72).

41
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.
tobjectifyig' propexty or lansunge, its-ability to focus attentir-1 on

4B

an objec': tbvs to slake it something outside of the .,,er;on doing the

focussing. :then ue say 'Tbn;:'s net, for example., we are refen-in- Co

sorethirr which is ex,ternal to no self; this is redd's (1934) point

when he distinguisthes\between the acting 'I' and the more objective 'mat

which th6 'I' can recOgni e
410

Thisability to focus on the 'me' is

above all ne ability to turn our knowledge of ';ecia). rules-bnck upon

ourselves, to judge our own words and deeds in the light of the way we

think others will react to them. uch assessment is the requisite first

step towards the conscious control of our own behavior, and v*concomitant

emergence of problems f 'ethics and values.

The distancing of the self is special case of the Ability of '

language (or more generally,, of l'ead's (1934) 'significant gesture') to

evoke the sane reaction in both.the speaker dnd hearer. The spea'ker

is able to 'listen to himself', to judge what he says by the criteria

that he would apply to something which someone else said to him. -And if

his knowledge of others is good enough,, he may be able to apply several

different sets of external criteria to his utterances: even a child

knows that certain things he says will raiv his prestige among his

friends, and plummet him immediately into trouble with his parents and

teachers.

:there does all of this lepve us? With the proposition thnt the

individual in fact creates his world out of the implications of his acts,

but those implications are themselves socially determined in the most

impOrtant areas of his life. The consequences of any given act are

tilormally not mediated impersonally through the p%ysical
41",

though some may be--but sthrough the reactions of the people with whom a

person is in contact. These people induct the Child into their social

1.7°04, in the process passing On the forms of their society, the

constitutive and regulative rules of the physical and social world as
0

42
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they, know it. This is not to argue that society is inherently

conservative and unchanging;110.only to say that that is its essence

for the child. Each child is inducted into the social reality that

exists at a
4

given place and a given time, and as a child hr? has little

to shy about it.

Reciprocity

The central place of language in the social nrocess should be

obvious, but it will help to clarify the relationship if we look for

a moment at'the common matrix out of which they come.

The prototypical social situation is the face-to-face encounter

(Coffman, 1964); from this all later forms derive.3 'The first and most

important encounter i that of the infant with a resnonsive adult, an

encounter which leads to what Bruner (1968) has called a sense of

'reciprocity' in the infant, a feeling of assurance that his action's

will provoke a response. At a very.early age the child learns to expect

an adult to respond to his crying, smiling, eye-contact, or vocalization;

in turn it will begin to respond to regularity in adult behavior. Such-

processes are important enough for even the new-born infant that

striking differences emerge between the behavior of children raised for

ten days in a hospital nursery and those raised witha one-to-one

caretaker. The latter, who come to expect reciprocation, respond much

more quickly to a_day-feeding and
night-sleepin&schedule, cry beds, and .

adjust better to home life (Bruner, 1968; pp. 57-58).

Reczprocity centers around gestures intended to produCe a response

in another person; they are the most primitive form of communication and

one which man shares with lower animals. (The rat in a Skinner box, like

the child his crib, expects to be able to contrql events through his
.C1

3
Coffman's work is the primary source of descriptions of, the

tericounter', but cf. Berger and Luckmann (1967): "The most important
experience of others takes- place in Ghe face -to -face situation. Allother cases are derivative from it" (p. 45).
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gestures.) Out of the first instinctual expression lt undifferentiated

--,

.

distress or pleasure (Spitz, 1963) will eventually evolve the highly

specialized symbolic systems of the adult--fbremost among them the system

of language but including nonverbal, systems as well. The evolution

begins almost immediately, with a proceis of 'conventionalization' in

which the gesture is simplified and--its intensity reduced an its use"'

becomes more and more intentional (3runer, 1968; p. 58). Long before

language as such emerges, a highly elaborateand effective system of

gestures is usuallY,present between.mother and child, .a Sybtem of mutual

understanding that is often obvious to the observer and yet completely'?

undecipherable by him. In this context a-baby's first words are not its

first communication, but 'simply an extension of processes already

comfortably underway.

The social context inoihich the individual learns the rules of

language insure's that he in fact learns the 'proper' rules, those that

will allow him to function effectively in the social context itself. _

*
Each tie he uses language, whether as producer or teceiver, he performs

an at which will have ,evident consequences in the response of the other

people.involved, in the encounter. The words which' he hears raise

expectations,in him, and the words he speaks produce responses--and

both are accurate only if his set of rules for language use is sufficiently

congruent with the sets which others are using. His first attempts will
=

of course be crude, but they will not be totally ineffective. Much

like Bruner's even younger children learning to grasp a ball dangled in

front of them, the child learning,lnnguage will. restrict the complexity

of the problem, accepting a limited solution because it is the best he

can handle. As he gains mastery he extends his range, complicates the

rules, and gradually, over time, develops a system which is congruent

with that of those who share his social world. This language will

eventually be superimposed on the nonverbal communication between mother

and child out of which it grOws, the communication in the process being

ti 44



-44-

both enrichedAn,content and extended in rAnge; but the characteristic

element of reciprocity and mutual understanding continues to play a

central role.

2. The iNnre511...:, :ode

Language used under conditions of reciprocity is the beginning, of

*hat James Britton (1970) has called the 'expressive mode' of laivuage

use. ;..:xtending Sapir's (1966) original contrast between exp:7essive and

referential uses of language, Britton formulated the expressive as

eg<1-tielly language that is self-expressive, contrasting it with

'expressionless' discourse which does not reveal the feelings of the

speaker or writer. 1 :uch of this expressiveness originally derives from

nonlinguistic consideratkons,.,from the eye-contact, facial expressions,

posture, and gesture that are an important part of the reciprocity of

the face-to-face encounter for the adult
4

as Well as the child; much

too derives from intonation patterns and inflections that--and this was

Sapir's point--have nothing at all tp do with the referential meaning

of the utterance. .%11 of these things tell us about the speaker's

attitude without presenting it analytically, and in that sense they

tell us about the speaker himself. On the other hand, one must recognize

that the mutuality and reciprocity of the expressive mode conveys a

meaning that has much the same force that mare referential nodes might.

jf someone asks us what we think of Jerry, and we reply "Ugh," we have

made a comment about Jerry that is in its own way quite precise. The
'"

difference between saying "Ugh" and saying somethinge "Jerry is

very objectionable because..." is one of the degree of mutual understanding

4
Cf. Ber7er and Luckriann (1967): 94y and his 'here and now'

continuously LI:inge on each other ps Ion?. as the faceto-face situation
continues. a result, there is a continuous interchange of my
expressiyity and his. I see hiff smile, then react to

and
frown by

stopping the smile, then smiling again as I smile, and so on. 2very
expression of in is oriented toward him, and vice-versa, and this
continuous recierocity of expressive acts is simultaneously available
to both of us. This means that, in the face-to-face situation. the
other's subjectivity is available to me through'a maximum of symptoms. ...
All other forms of relating to the othgr are, in varying degrees remote."

'1
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which the speaker and listener can assume. In saying "Ugh," the

speaker is assuming that his listener knows him well enongh, shares

enough of the same world, that "Ugh" will be sufficient comment; and

if that assumption is wrong, the listener will counter, ''!ow what do

you mean by that?" The meaning-bearing aspects of the expressive are

especially evident in the animal cries which have been the traditional

example of expressive as opposed to referential communication (e.g.,

McNeill, 1970; p. 40). The shriek of rage, the cry of pain, the scream

of terror--each is a communication to which other animals respond

. correctly,
5

just as the mother and child develop a series of expressive

cues that guide their interaction. The mother will know when to look

for a loose pin, when to burp the baby, when to feed it, and by the'

same means the baby will know whether the mother is frightened or

happy or tired.

In all of its later, More highly developed forms,' this mutual

understanding remains at the core of the expressive. It is always n

mode of social 'encounter in which the participants are' able to rely upon

shared interests, mutual experience, and common goals and objectives.

Under these conditions of mutuality the characteristics of the language

gkomuKa-to take advantage of the congruity. Britton (1969) has presented

lengthy ti.anscripts of conversation in the expressive mode, summing'

up at the end of one of them:

The language remains 'expressive' throughout, in the sense that it
is relaxed, self-presenting, self-revealing, addressed to a few
intimate conpaniens; in the one that it moves easily from general
comment 'to narration of particular experiences and back again;
and in the special sense that in making comments the,speakers do
not aim at accurate, explicit reference (as one might in an
argument or sociological report),and in relating experience they
do not aim at a polished performance (as a raconteur or a novelist
would). (p. 96)

5
Thus ::end (1?34) has commented on expressive cries: "They

did not at 6ottom serve the function of expression o the emotions:
that wasriot the reAson why there were stimuli, -)ut rather they were
parts .of comple:: acts in 'which [the animal) were involved. (a. 156)

41



-46-
. . ,

Though Britton's emphasis here is on the !self-revealing' aspects of .

the talk he is analysing, this self-expressio.n is in,the service of a

larger goal: in this case the .goal of coming-to-terqs with the problems

raised by a Ilemingway short story. The girls in 'Britton's transcripts

reveal their thoughts and feelings to one another largely to have them

sanctioned bY the Croup, to be reassured, as one of them puts it, that

"that's part of growing up" (p. 92), and at the same, time to increase

their own understanding. The other aspects which Britton notes, the

fluidity, informal style, and lack of conscious directiOn, are all

related to the extent.to which, the expressive mode assumes a common world-

view from the very start. The girls understand,one another quite' well,

reacting in very much th sane way to one anothers comments;, and it is

this common culture, this view-of-the-world, that they,are 'working

upon' in their expressive talk, maintaining and at the same time

extending and refining it in the light of the experience with which they

have been confronted.

Pressures on the Expressive

The enpressive is always tied in this way to Eerger and Lucknann's

(1967) 'common-sense world'. then this world is'not present, when one

or another of the participants no longer understands or no longer accepts

its conventions, the language willbe subject'to new demands as the

group attempts to understand one another. We can wake the -point best,

perhaps, by elaborating an example from Basil Bernstein's (1972), discussions

of the restricted and elaborated codes
6

; contrast the talk between a

husband and wife who have just emerged from the cinema with that by the

same couple talking to a friend who has not .seen the film. The first

.

will be short, expressive, relying on their common knowledge of the film

and of one another; the second elaborated to extend the experOnce to

6 Pis 'restricted code', though derived from rather different
theoretical considerations, to some extent overlaps our expressive mode.
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someone who hi not had it. This elabtraapn will be necessary inp".!y'

because the common vorld no 1pnger e'ists! however wall the couple , -Y
,.

. .
. f! c.

may know their friend, they doo.not.h ve the experienCe o thq film
. .

A, a

In common and therefore, if they lire oing to talk about ix. at n11,

« , ..
.

must talk abobt it in a different way..

.

' -.Still-the difference is one of ae ra.ther4thnn.of kind; it

:4) \

they know their fricr!'d well the discussion W11 rely heavily upon the

relationship they have built u13on their shared,Oorld. 'Though it will
-

be more'elaporated than that betweemthecouple alone, it will still',

be firmly embedded in the context of their pnrticulaK, persozial'regation-

shin. The friend will be free #o break in, to make hl?; own judaments,

, \

to change thp topic Cor.?letely, and the couple will view' such changes
"

as perfectly natural. If, on the other hand, the hqsband and wife leave

the thettre and head to a newspaper office to write a review, tW

a

language they use will be pore 'formal still. In this case the context

will be more or less fully destroyed, and the discussion'will leave

. ,little to expressive and nonverbal cues:7 Thexe is no longer one or

. even scveral persons being addressed, 4irdnly an amorphous, tnknown,

generalized other. This continuum reflecting the extent to which- the

.
. ..

speaker and listener, the I and tho4you, share a common world is
, . . .6 . e. -.

closelg related to the firstof the dimensions of fanguage-uqe which

we. will dpvetep in the next sectionof this chapter. .

The need to shiire an experience whjch is not held in common is
.

not the only source orpressdre On the expressIVe. As our husban8 and

wife lenva the theatre, they wX11.probably be..asking, "row what do
16_

you make of that ?!;, If they share the same vglues, 'their first reactions

will be very much In conzruance. The exchange wirl thus be n'sanctioning

process: each will objectify his reactilns°through.lnngunge, and have

7
Sven here there is a context built up over time with the reviewer's

regular readers, allowing a 4familiarity' aryl certain nssuAptions about
shared experiences a.nd reactions. ,A similar Lanilinrity mnysimply be
claimed es lm attention-gettilz rhetorical device.'

48' .
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this*objectificntiori confirmed by n congenial other. Cf -.:our se there

will be some differences between the reactions 07. t'ne two, just as there

-Irere differences in the reactions of the girls in Britton's transcripts.

These differences as tell :tn the overall similarity of res-:ense will

emerge,to be reconciled: some parts of the film will 'inve registered

more fully than others, .early parts will have baen forotten and need

to be recalled, -lisunderstandings will be straighteneJ out. In the end,

if they hnve had a discussion, each will have a clea7-er reaction to

the film as a whole. They will have fitted it into their vie :: of the

world, assimilated it, and come to understand its message. In a very

real sense, they will have given it the meaning which it will have for

them. The importaht point is t':v1t. this assimilation is directionless;

they be:in to tai'.: simply because they have had an experience which they

want to understand, and no ons., has a special point to make or a

predetermined direction in which to carry their conversation. They may

decide they 'like' the film, or that it was poorly constructed; and

they may, if it was very powerful, not talk about the film at all,

but only the experience within it. 4,

But let our couple go on to the hone of their friend. When they

begin to talk with him, if they have already 'talked it through''on

their own, they will have a set interpretation they will want to convey.

They will organize their discussion to make their point rather than

offering up a neutral reaction. Instead of accepting freely their

friend's objections, they will probably attempt (not necessarily

consciously) both to anticipate and to meet those objections before they

arise. They will have a point to make, and the characteristics of their

talk will shift accordingly. Once again they will have moved array

fron the expressive center, .this time because the couple has assimilated

the film in a specific way while their friend has not as yet assimilated

it at all. This concern with making a Point, with controlling the way

9
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in which thelistener assimilates or responds to or accommodates

hiMself to an experience, underlies 'the other major dimension that

Will be part of\our model of lengunge use.

To sum up, the expressive mode is the mode of building our

common-sense world through social interaction. In it we are able to

make maximum use of expressive cues and have a minimum of commitment

to any one solution to a problem that may arise. If we have any

-commitment-at all, it is simply to handling the experience, to fitting

it into our world and thus in the process maintaining that world even as

it is altered and extended. The-expressive is thus the mode of gossip

(in a positive rather than pejorative sense), of mnkin sense of the

world and of one another. Its very fluidity makes it a starting point,

a mode out of which the rest of our modes of Language use will be

developmentally differentiated. This development will not mean, however,

that the expressive will be superseded by other modes; simply that

other nodes come to exist along side of it. To curtail the expressive,

to allow its forms to deteriorate rather than to nature, would be

sharply to inhibit the development of the individual himself.

Inner SPeech

We have been concerned with the expressive as a social phenomenon,

and we will continue to use it only in those terms--as a discourse

addressed to, at the least, a congenial other. IfXygotsky (1962) is

right, however, when he argues that egocentric speech is gradually

nternilized and transformed from a social to an individual phenomenon,

`then it is probably accurate to argue that the expressive continues in

an internal as well as an external form. The 'inner speech,' which

Vi/gotsky postulates would fillet; the individual to carry on an expressive

dialogue with himself, one that Would have all of the advantages of

the social dialogue with which we are 'concerned, but whose conOnsation

could be even greater since the shared worlds of the 'participants' would

be in fact identical. However effective thin internalized expressive

0 " 00
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mode may be, it is still clear that it is not in itself enough. Ve

reMain_a social animal, seeking social, support and social cdnfirmation

of our of the world. even after we' have intealized that world as

fully as we are able. The internal.dialogue is never able to replace

the external one; even the monk and the, mystic 'commune' with thdir

. gods. Ilhen we work something out on our own, we check it by presenting

it to others, and when we cannot work it out, we ask for social support.

3.,ParXicicant and Spectator

It is now time to lay out more precisely the dimensions of our

model of the modes of digcourse and to 'argue that each mode has implicit

in-it a particular node of construinct. Cur concern will he with discourse

a social inte:c.ction through e nyiibolic re,'.iul-- including, gesture, the

prts, and lansuago in all of its specie pd forms. ZePause there is

o set of -:eneric ten-Iapplicable to all of these realms, the discUssion

I.tself will besdeveloped and,illustreted with respect to the field of

immedieto interest, longuage.. If the analysis is sound, however, it

Should be oossible to replace such words as 'author', 'reader', end

?Iwork' with their equivalents from ths other realms of discourse.

This broad view is possible because our concern throuzhout this

!section will be with the uses to which various conventions and techniques

of writia-: are put by an author, rather than vith the nature of the

techniques themselves., 1:e are looking for the purpose of the discourse,

I

its implicit contribution to our'individual or cultural lives, rather

than for the way in which that purpose is achieved. In most cases we

will find that a given mods of discourse will have a correspondinn . set

of conventions, just as in the expressive mode we noted such things as

condensation,'fluidity, and reliance on what we called 'expressive'

rather than 'referential' meaning. U'sually these devices, however, are

neither necessary to a particular mode nor limited in their use to it

alone. :le find expressive devices being used for rhetorical effect- in



highly differentiated, formal writing, just as we find highly referential

discourse within the expressive mode.

The poles of the first dimension of ouv model of language use

have often been noted: they are Langer's (1942) distinction between .

presentational and discursive symbolism, Burke's (1960 between the
tn

semantic and poetic functiOns of language, Sapir's (1966) between

expressive and referential forms. The problem with such distinctions

is that in most cases they have been made on the basis of the form

rather than the purpose of the discourse, and it is purpose which we

wish to consider here. We must decide whether these two modes, the

one preeminently thn't of science and the other that of art, are more

than simply different means tp the same ultimate ends.

The Onlooker

D.W. Harding .(1937) provides one apprOach to the problem in his

discussion 81: "The Role of the Onlooker.,:' He argues that when one is

just 'looking. on', one is able to exaluate an event in a way that a

participant cannot; if th4e onlooker is more detached, less involved,

he is also more comprehensive in his point of view. ?recisely because
/ *

he is not called upon to come to a decision, to act, he is able to

suspend judgment until he can offer a. full response. The participant,'

as participant, is called upon to use his values, beliefs, and modes of

action toward the immediate ends entailed in the particular situation.

He seeks to 'handle' or 'survive' or 'control' the events in which he

finds himself. The spectator, as spectator, bfirigs his values and

beliefs to bear upon the experience in order to 'evaluate' or 'comprehend'

the events which he is watching, td fit them into his vies: of the world

acid to adjust that view so that it will coherently, explain them.

The choice of participant qr spectator roles involires an all-or-
-

none, decision, but it isqn arbitrary one mediated by the conventions

or rules-of-use governing the situation in which we find ourselves:.

r2
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Harding notes in a later discussion (1962) that vheic an author "chooses

to depart from real possibilities we might say with Coleridge that the

reader is called on for a 'willing suspension of disbelief'. !hit 4t

makes less of a mystery or the process if we say that he is willing to

participate in a recoghized mode of communication, an accepted

technique for,discussing the chances. of life." This communication is

governed by A system of regulative and constitutive rules which give

it its meaning. These rules in turn are part of what John Lyons (1969)- fl

.has called the context of the discourse, "the relevant conventions,

beliefs, and presuppositions 'taken for granted' by members of the

speech community to which the speaker and hearer belong" (o. 413).

Vygotsky (1971) in writing about the psychology of art has provided

an example illustrating the effect of such context:

Let us take as an eXample a fable attributed to l'esoo: "It is said

that monkeys give birth to two little ones. The mothers adore one
and hate the other. They smother and pet and choke the loved ones
in their hairy arms, so that only the hated ones live to ,-row up."
For this realistic account to become a fable, we woule to

narrate it thus: A monkey once gave birth to two little monkeys.
She loved one snd hated the other, end so on. 1:hy doe,: this

manipulation c:-,age the story into P fable, and what do we c.:e to
the story to changeit into_a fable? Then I am told th?-3eneral
story of the monkeys, my mind reverts quite naturally to-reality,
and to wondo.:ng whether or not the story in true. I process and
evalIttte it according to an intellectu:'1 technique whic1.1 I always
use to oc:,uint 'myself with N new idea. But the story about one
single monkey works in a different way. I perceive it in eifferent
fashion; imnediately isolate ,this case from everything else, n-.e
relate to the case in such a way as to :laka an aesthetic reaction'
possible. are dealing here with a special, strictly conventional
reality. (p. 115)

Such conventions operate through the mutual acknowledgement 'of then by

the author and his audience, but like those governing socia roles they

are usually tacit and below the level of consciousness. e made

fr,7nre of them only when, for example, we watch it wh not as

yet learned them fully, or a writer such as 'Vygdtsky who is interested

in the rules for their own sake.

Sometimes too we deliberately tcriOnate the mutual acknowredziement

and use a discourse in ways for which it was not intended, but in so

(
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doing tii's brin% a different set of rules and conventionsto bear upon it.'

'Thus we fan read Defoe's Journal of the Plague Year as a work of literature,

or we can use it as 4 source of information about tho,olague; in the

first case we'are using it in the spectator role, in the second, in the

participant. The .pift this brings about is dm:ratio: in the spectator

rolg we may find it an exciting tale, but in the. Participant throw it

away in disgust when we discover that it is not a first hand account after

all. tie ask different questions of disc6urse in the two roles, bring

different sets of criteria to bear upon them, and take away 'quite

'3 different impressions.

transactional Form- 7--

If we, begin with Harding's distinction and seen

by or for the..scectator from that used by or for the

rate language used

)articipant we are

a good way towards a solution of our problem of modes. The noint to

noteis that in the spectator role discourse is nresenting us with

something to look,at, to judge or reflect upon, whereas in the participant

role discourse is directed towards an'end outside of itself, towards

getting something done. In one case we have a carefully.structured

'event' or 'exnerience', in the other a tool applied to a problem.

In the expressive mode langua^:e moves back rend, forth between the two

roles, though it never attains the formal characteristics of either.

Gossip--agOn in its non-pejorative sense of casual talking-things-over--

is, the clearest example of this aspect of the expressive Mode, and it

has been used as such by both Britton and Harding.:' can tell n bit

of a story, make,a comment, offer a suggestion all within the context

of the reciprocity and Mutuality of the' expressive ;'t-sYititrding (19)2)

puts it, "The gossip implicitly invites us to agree that what he reports

Is interesting enough to deserve repOrting and that the attitude he

adopts, openly or tacitlyviS an acceptable evaluation of events"

We can also move.very easily out of the expressive, becioming caught up

54
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in our story and developing its form and shape, or, in the other
,

directioil,making the argument information we offer more explicit

and precise. In either c

the comnonrsense world of

expressive cues, a sharp

and speetator roles.

::hen we are in the

this sharpcningtakee th

(1967) has called 'objec

pdint is close to 'ead's

see as objective is simpl

.se we h ve-a sperl%er who assumes less about

his listener, a lesSenint; of dependence upon

ening of the formal properties of the participant

participant role, *using discourse as a tool,

Now,

form of increasing dependence upon what Langer

ive' as opposed to isubjectiVe' feeling. Her

bout the I and the me: sonetiiinry which, we

something which seems to haVe an existence

outside of the sell, sonething we can step bacl; from and examine. Language

in its participant role has the ability to objectify in this sense, to

create an argument that. is external and which will effect each person in

much ,the sae way. The less the discourse relies

of the expressive, the/more external it will be,

the more universal in its comprehensibility. The

upon the shared world

the norm objective,

person.4nnot be removed

from the, process altogether, of course; there is always Polanyi's tacit

component, %a reliance upon the conventions of logic and language that

cannot be eliminated T.ithout eliminating all meaning too. .(These are the

processes' we loolced at in the previous chapter with our examples fron

PiaTet an,.! Chomsky.) Still there is a level at which the-tacit component

has been reduced to the point that the langunge seems to be totally .

explicit, totally objective, totally defined;

Another way to mal:e the sire point is to consider the systems of

rule; that are.brou,lit to. bear in a 91.Ven di ,course. The more n discodrse

is being US3C! , a5 a tool, an 7-ode of explicit- -17:unent or analysis,

the higher the proportion of the applicable conventions that will be

fully specified in the argument and its context. Symbolic logic and

mathematics represent the full9st development of this COrm, where ,the

0 0



t

fi

-55-

conventions for combining and transforming the axioms of a given

m
argument or discourse are all explicitly laid out from the beginning'

(and will differ trom one logical or matherktical system to another).

In such a discourse the conclusions are fully entailed by the premises
N

and transformations that.are specified. Th se premises and operations

are in effect tffe system of constitutive and regulative rules which

are to be ,used to make sense of the argument. The point here is tiv,t

because they are specified, they are ''objective' or 'external' in a way

4

that constructs usually are not
8

Everyone making use of this mode of'

discourse will be using the same explicitly Stated rules or constructs

(though obviously they may differ in their mcseery 'of them), and thus

should reach the same conclusions. Becausethey are fully specified

by the terms,of the argument, however, these

to do with .any other system of constructs whi

ules need have very little

h a person might ordinarily

use
9

; they can remain unrelated to the rules governing the common-sense

world be0cause they are quite literally built'ur outside of the person

using them. ,This is particularly clear in an -red such as engineering,

which relies upon a highly developed form of mthematical discourse

in deriving and applying equations which relate various design factors

4 to one another. Such equations are of utmost i,portance in the work of

the engineer, but they are important only as to Is to be more or less
Or

Consciously applied whenever they are needed; t,ey will never be internalized

8 .

Cf. Polanyi (1958) on objectivity: "This fould imply that, of
two forMs of knowledge, we should consider as nor objective that which
relies to a greater measure on theory rather than on more immediate
sensory experience. So that, the theory being pin ed like a Screen
between our senses and the things of which our sen es otherwise would
havegained a more immediate impression, we would iely increasingly on .

\I

experience,guidance for the, interpretation of our 'experience, and l'ieuld
ccorrespondingly reduce the status of our raw impress ions to that of du'.'zius
and posWbly misleading appearances." Such theory always seems outside,.
"other than myself" (p. 4). Langer (1967) has simi arly discussed the
extent to which formalization through logic. creates 1 sense of objectivity
that "has few if any parallels" (pp. 147 ff.).

9
Polanyi (1958)_agnin: "Since the formal affirmations of a theory

are unaffectc.; by the-state of the person accepting; it, theories may be
constructed without regard to (iers normal approach to experience" (p. 4).
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in the way that the rules of language, for example, must be.

;Following Britton (1970), we will call discourse used in this

way discourse in the itransational' mode, since this kind of objectivity

t
is the condition for transaction between people who do not share a world

in common, for the deelopment of theory as well as for the day-to-day

business of man.

Peetic,Form

When we move out of the expressive in the opposite direction, away

from the objectivity qf the transactional mode, we do so by increasing

our concern with Langer's "subjective feeling'. Here we are concerned

,with processes which operate within the individual rather than with

those that are developed as external social tools. The constructs

involved will be neitherspecified nor, ordinarily, fully specifiable- -

they are systems of implications which are built up independently by

each reader. Rather than an external, objective, impersonal conclusion,

such a discourse leads to a complex, slow, internal forkaulation of the

.relationships among the relevant constructs.

Susanne Langer (1953) has emphasized the extent to which a work

of art relies upon such tensions among its various elements.' She begins

with music:

The tonal structures we call 'music' bear a close lbgical similarity
to the forms of human feeling--torms of growth and attenuation,
flowing and stowing, conflict and resolution, speed, arrest, terrific
excitement, calm, or subtle activation and dreamy lapses--not joy
and sorrow, perhaps, but the poignancy of either and both--the
greatness and_breVity and eternal passing of everything vitally felt.
Such is the pattern,or logical form, of sentience; and the pattern
of music is that same form worked out in pure, measured sound and
silence. Eusic is a tonal analogue of emotive life. (p. 27)

Langer generalizes her findings to the other arts, demonstrating-how

each through its unique resources is able to provide a pattern of 'living

form' that is an adequate symbol of "emotions, moods, even sensations in

their characteristic passage" (p, 82). Her account nonetheless neglects

one crucial factor that she recognizes in her rater works: these tensions
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and patterns emerge not from the elements in the work directly, but

from the way those elements are perceived by the audience. The conflicts

we feel are in the end not conflicts between phe notes of the music, the

colours in a painting, or the incidents in a story, but between the

constructs which we use to- interpret those notes; colours, or incidents.

It is with these constructs or patterns of plications that the artist

is working, constructs which are personal ather than public, called Lip

in each person individually rather than through objective, public rules

and conventions.

Again following Britton (1970), we will call this end of the

spectrum the 'poetic mode'.

Transactional writing controls a reader's response by 'objectifying'

the constructs which will be brought to bear. The poetic, on the other

hand, presents us with an experience in which the relevant constructs can

only be implicit. As Kenneth Burke (1966) has pointed out, these constructs

(or in his terms, 'personal equations') are logically prior to the discourse

itself, though the reader or critic can formulate them only afterwards.

The principle is clear enough: an author s writing out of a set of

constructs which shape the work-, ,and in the process are recorded in it;

and it is from this record, or Verbal artifact, that TifA in turn build up

a meaning. The constructs shaping the work will function at many levels,

rangi:.; from those which govern the consistency of each individual

character in a story to such general principles as Fate or Justice or

Destiny (themselves_ reflected in complex interrelationships among the

characters and incidents). Such projected constructs should not be

confused with those that govern the author's own actions; ,they are not

necessarily or even usually the same. At the very last, those projected

.
in the work will be less complex; more public', than those that the

writer uses; the work will have a forM and kmplicity that raw experience

58
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achieves only after it has been construed.
10-

The formal properties on which poetic discourse relies to project

its constructs have been explored in considerable detail, especially

under the influence of the New Critics; the principles which they have

uncovered, hcYfeyer, operate tacitly rather than explicitly. Such rules

tell us how a given effect is achieved, but they cannot be used to achieve

that effect for the individual reader in the way that the rules underlying

a transactional argument can be used to validate that argument. In this

sense the response to a poem is always a personal response, relying on

the individual's own construal of the situation, his own tacit unde'rstanding

of the rules by which the poem functions; at the same time, the very

extensive use which a poem makes of these rules creates a structured

whole with definite interrelationships among its parts. Thus we find.

Winifred Nowottny argUing in her book on the language of poetry that,

....meaning and value in poems are the product of a whole array of
elements of language, all havIng a potential of eloquence which comes
to realization when, and only when, one element is set in discernable
relation with another; that, therefore, a disagreement about the
meaning or,value of a poem is a disagreement about relationships and
is likely to be interminable just so long as the relationships
operating in a poem are by either or both parties to a dispute
inaccurately estimated and described. (1962; p. 18)

These interrelationships are the author's means of controlling the

reader's response: the more tightly they are woven together, the more

clearly an idiosyncratic response will be held in cheek." For if a
ale

reader brings in a bizarre interpretation at some point in his reading,
k

an interpretation based on a Wily of construing which is not close to that

which the author intended, the reader will find that the rest of the

structure will not make sense. He will be forced to look for another

interpretation
'
another way of construing what he has read. As in the

transactional mode, movement towards the, polar form of the poetic

10
Thus Levi-Strauss (1966) sees art'as a "reduction in scaly: ",

that compensates "for the renunciation of sensible dimensions by\
the acquisition of intelligible dimensions" (pp. 23-24).

5 9
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simultaneously restricts the latitude of'the individual reader in

construing the discourse. It is because of this restriction Achieved

through the shaping of the presented experience that the personal,

Subjective mode of the poetic can still be said to offer a universal

meaning, an intersubjective as well as an intrasubjective area of

agreement and consistency.

The Continuum

The poetic as we are defining it here is part of the same continuum

as the transactional; it is a question of degrees rather than of either-

or. In the polar cases a discourse ray appeal almost exclusively to

objective or subjective modes of construing, but there are many

intermediate stages in which the elements are mixed. The simplest way

to untangle the various points of the continuum is to recos.mize that the

increasing formalization of the transactional mode is accomplished

largely through a process of definition and delimitation. 11 In its most

developed form all elements are explicitly defined and hence any One

element could be replaced by another defined in the sane way without

altering the meaning of the d'iscoui-se at all. (Thus it makes no difference

-

in an algebraic problem whether I choose p, q, or r to stand for my

unknown quantity, as long as I use each symbol consistently throughout.)

In the poetic mode, on the other hand, each element plays a unique role,

and none can be.altered without at the same time altering, however subtly,

the meaning, of the work as a whole. Here the continuum is defined by
,

how much difference a given sort of change would make.

flos't discourse represents a point along this continuum rather than

a polar case; thus we can ask how much of, rather than which, mode is

represented in a giyen discourse. Both modes are clearly important in

their own right: , we use the tools of transactional lannage to extend,

and objectify our analyses of the problems we face, and we govern our ovn

11
Polanyi*(1958)1-,,;otes: !'...definition is n formalization of meaning

which reduces.its.inCormal elements and partly replaces them by n formal
operation (the reference to ,the deflniens)" (p!r115).

GO
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actions-by means of the more subjective constructs which we have

internalized. We need to have both worlds well-ordered, and the

relationships between them must be well-ordered too. As Hichael Polanyi

(1958) has written,--

Once truth is equated with the rightness of mental acceptance, the
transition from science to the arts is gradual. Authentic feeling
and authentic experience jointly guide all intellectual achievements;

: so that from observing scientific facts within a rigid theoretical
framework we can move by dagreos towards indwelling within a
harmonious framework of colours, of -sounds or inagery, which merely
recall objects and echo emotions experienced before. As we pass

thus from verification to validation and rely increasingly on
internal rather than external evidence, the structure of commitment
remains unchanged but its depth becomes greater. (p. 321)

Though we may not agree with all of the implications of Polanyi's

stateMent, we want to echo his emphasis on the joint nature of the

enterprise ar to claim that it is the mixed forms along our poetic-

transactional dimension whicliexiemplify it best.

A writer in the.poetic mode -es transactional devices to retain

control of aspects of response which a not firmly controlled by the

form - -to set a scene, describe a-characte and sometimes to draw a

moral or summarize.the 'point' (thus tying the subjective response

directly to one or another objective formulation of it). Such techniques

orient the reader,, keeping him in touch with what the author is doing,

but they are only successful when they are consistent with the subjective

responses simultaneously being shaped by the form of t e discourse. On

a very crude level, it will not help much to be transac ionally told that

a character is eccentric, if what we are shown of his act oni can only

be construed as pathological; nor will it help to be told a character is

Scottish- when, he is clearly specking Welsh.

A writer in the transactional node will use-poetic devices for

what has traditionaliy been known as rhetorical effect; he will deliberately

appepl to subjective feeling to bolster what in some sense claims to be

a 'purely 'objective' argument. Carlyle's' French evolution is an extreme

OXample of this type of writing, his florid style over-riding the

G
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presentation of the history itself. Churchill's war -tiny; speeches are

.

another good example,, his subjective appeals really being of More .

importance than the thread of objective argument supporting them. ,For

the Auditor, such rhetorical devices function to integrate the transactional,

objective argument with his own subjective modes of acting; the rhetoric

works only to the extent that it is a successful integration of the two

approaches. "Only those voices from without are effective," wrote'

Kenneth Burke (1950), "Which can speak in the language of a voice

within" (p. 39).12 And it is precisely because,Carlyle's two voices are

not successfully integrated that fie is read more for his rhetoric and

style than fOr his historical theory.

This puts concern with 'abuses' of language through propaganda

and rhetorical technique in a somewhat different light. If in fact a

piece of propaganda is effective because it meshes with our personal
*00w

constructs, then the danger in such uses lies ultimately not in the

cormunication, but in the systems of constructs themselves. 1:e may be

justified in complaining that someone is appealing to our baser,, Instincts,

but the unpalatable fact is that they are our instincts and not ones

that have been created for us. Education in such circumstances' should.

not be focussed upon .'proper uses of language', but upon the'developilrl

personality and values of the students to whom that language*will be

addressed.

Some Illustrations

ti

At this point we should make clear that a.discourse differs from
.007,

raw experience in that there are always three, rather than one, systems

of constructs that are relevant to it. The first system is that of the

12Hotopf (1965) has-made the point slightly differently: "one may
also raise the question of the circumstances under which.one applies
the classification 'expository'. A new idea is often refused understanding.
To expound it, exaggeption, metaphor, and paradox may be needed. If our
views are not surface feAtures-4s though a writer has only to put a
transfer on our:brains-, if the'y have roots down intp us, in order to
change them or get new ones perc4ived, a reader may need to be dazzled,. 62bludgeoned, and enticed'to see what is before his nose." (p. 247)
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augor or speaker; the second, that implicit in the discourse itself,

whether through transactional or poetic techniques; the third, that of

the reader whit will be called upon to respond to the discourse, to act

as audience and to judge its 'effect'. The relationships among the

various systems define the classical problems of aesthetics and

communications: that of the relationship of the author to his work, the

author to the reader, and the reader to. the work. We. will be concerned

at various points in our discussion, both in this chapter and in later

ones, with different aspects of these problems; we should not be

surprised to find that conclusions about particular works will vary

greatly depending upon which of these perspectives is adopted.

With this caveat, we will return to our contrast between poetic

and transactional, and attempt to illustrate the continuum with some

specific examples. For the time being, and largely because it is the

way in which the examples'are most likely to have roughly the same import

for readers of this discussion, we will be concerned with the constructs

and modes of construing imp\icit in the works themselves, taking as

their context "the relevant conventions, beliefs, and presuapositions"

at the time and place of their origin. Our examples, then, will be

largely historical and in general will say little about the reaction of

the individual reader today. Still, we are claiming that the dimensions

illustrated historically are also the dimensions of importance.in the

interaction between the individual reader and the individual work.

The purest instances of the poetic mode are, as the name suggests,

largely works of poetry: it is in this genre that the system Of constructs

with which the author is working is most fully projected in the form,

and hence in this genre that there is the fullest control of the subjective

cdnstrual of experience. Here also are some longer works which continue

to be tightly written, but in which the primary source of poetic control

shifts from single words to larger units -- scenes, characters, incidents



themselves built up out of word-by-word detail.
13 These inc3ude such

works as King Lear, Paradise-Lost, and Ulysses. One would hesitate to

call these works less poetic; they simply achieve their poetic control

with a different set of techniques and conventions. Since we have used

a principle of substitutability as one approach to the nature of the

continuum, it, is worth noting that with these longer works it usually

changes the meaning less to leave out a part than to substitute one

incident for another. This is precisely because of the degree of

structuring in the work as a whole: the tighter the form the more the

redundancy that will be present in it. To delete a section may leave the

discourse slightly less rich, but its parts will still be consistent.

To replace a section will upset the whole system .of tensions and contrasts

that gives it,ltsstructure, In the first place.

The-next group of works along this continuum are ones whose purpose

and scope is more limited; the author relinquishes his control over

some aspects of response, while carefully controlling those which are

essential to his 'point'. Such works tend to be cnd--dimensional, but.

this one dimension can nonetheless be well and clearly drawn; we do

not necessarily reject the book out of hand simply because it is not

_Pc

'complex' enough. This moee includes much popular fiction, the James

Bond novelt, science fiction and mystery stories, and most (for want of

a better term) 'ideological' literature. The constructs which are

proje-cted in the form of such works tend to be quite restricted--they

are those necessary, for example, to the suspense in a mystery, the

conflict ih an adventure, 1-,e triumph of Love in a romance. This

limitation of the range of control,is particularly clear'in what we

referred to above as 'ideological' or didactic literature--works such as

13Kenneth Burke (1945) has given particular attention to the ways
in whi.ph,such larger units are handled; noting for example that the
"name of any well-developed character in fiction is the term for a
peculiar complex of motives" (p. 33); these units can then be balanced
against one another in much the same way that smaller units a:e in a
lyric poem.,. 6 4

I

4



A -64-
a

Orwel-l's Animal Farm, Bunyan's Pilgrim's Progress, and Harper Lee's

To Kill a Mockizbird. In each of these the, author has a- quite evident

point to make and takes greatest pains with those aspects of subjective

construal that are directly relevant to the point; the rest of the
/

response of the reader is more or less assumed to-correspond to conventional

modes of construing.

--roving from these works towards the expressive, there is a body

of works whose status as 'fiction' is somewhat ambiguous. Biography

t and autobiography, accounts such as Hersey's Algiers Motel Incident and

1

.

Capote's In Cold Blood, and journals such as Boswell's can be classed,

4

roughly together here. With such works we tacitly grant the author a

certain latitude in his selection and presentation of events, a licence

to sharpen, and clarify the experience presented to make 'a better story'.

On the other hand, all rely on conventional patterns of construing for

their -interpretation; their points are made without precise projection

Of the relevant personal constructs into the structure of the discourse

itself. Those that are needed are either stated transactionally or

assumed as part of the shared, common-sense world of the author and his

audience.

Near the middle of the poetic-transactional continuum are works

which share with the expressive a'nearly equal mix of the two modes,

a mix of objective argument and subjective construal of experience in

nearly equal proportions. When the two modes are used in concert,

reinforcing one another, we get the personal essay exemplified by an

author like Macaulay. When the elements are played against one another,

we get the biting satire of Jonathan Swift's A Modest Proposal, in which

a perfectly objective, transactional argument is vitiated by the perfectly

subjective, poetic reactions against it which Swift relies upon the
41.

s
1

reader to provide. Both writers rely upon an assumed view of the world to

make their subjective points; neither to any large extent uses the formal

qualities of his discourse to shapAithe reactions he seeks.
bt)
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Of works clearly in the trnnsactt
I

nal mode, the discourse which,

I4s closest to the expressive is that off, for example, a sports

commentator or an on- the -scene news report. Such commentary will be

totally bound_by.tht language and social conventions which the speaker.

and audiende share; there will be no time to spell out meanings, since

the discourse will be carried forward by the pace of the" events being

described. A newspaper article is able to be slightly more trans ctional,

free as it is from the push of immediate recording; but it will still

be addressed to a particular readership and will rely heavily upon the

conventional beliefs of that readership to govern its selection of

'newsworthy' items and the attitude to be assumed towards them. However

objective the reporting may claim to be, it will be shaped throughout

by a common-sense knowledge of what is interesting and important, a--

4
knowledge shaped by the conventions and expectations of a Socially constructed

world. (It is because there is more than one such world in a pluralistic

society that our newspapers_span such a wide spectrum ofnews and onion.)

Next along the spectrum are writings explicitly embedded in'the

context of a theory. Here the author will be expected to define his

important terms, to objectify and make explicit both the premiSes from

which he is arguing and the conclusions towards which he is moving. Much

of his argument will remain 'persuasive' rather than. transactional,
\

invoking subjective reactions to bolster his subjective claims. Far

from weakening an argument, such appeals usually strengthen it, demonstrating

a congruence between the subjective and objedtive realities with which

the discourse is dealing. This congruence or 'sense of fitness' may

carry the reader over weak points as well as destroy allegiance to other

explanations of the same ph RnoMena. This is a large class of the

transactional, including most historical, philosophical, and scientific

theory-building--Darwin's Origin of the Species as well as Langer's Mind

and Durant's Story of Civilization. Such works are validated against n

background of rules of evidence and accepted procedures within their own

GG
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specialized disciplines, rather than from the logic and conventions of

the common-sense wor d.
14 These special conventions of professional

life are closely rely ed to what Kuhn (1962) has called the 'paradigm'

underlying scientific cork at any given point in hiseory,
15

and constitute

4
a formalization of a high er order than would be apparent from examining

a.single discourse in isolation from the professional context from which

it derives. /

Beyond this point trnsactional discourse begins to resort to

artificial symbol systems to provide a more explicit formalization than
4

can be achieved in a natural language. Largely through the use of

mathematics or symbolic logic; such discourse rules out private interpreta-

tions by specifying the constitutive and regulative rules which are to

apply.

the theories from which we chose the examples in the previous chapter;

it is also at the heart of works such,as Whitehead and Russell's Princioia

Mathematica or Einstein's 1905 presentation of relativity theory. Beyond

this mixed mode of formalization embedded within the context of explanatory

language *e have only purely formal systems.,

Both Piaget and Chonsky have used this appronch in presenting

4. ElaborativeChoice

The/next dimension of our model is closely'akin to what Kelly (1955)

has called the 'elaborative choice'. In Kellyls view, a. person,dealing

With a new event decides whether to handle it within the context of his

present construct s tem,N, or whether it requires a fundamental change

in the system of constructs itself. The first choice lends to a tight,

14 '''

James Moffett (1968) has argued that the continuum can be seen as
a succession of different 'logics', each with its on techniques. This
is much to 'our point, though we want to empirasizethateach logic is
inplicitiy a mode of construing the discourse and must be taken to
include all of the special, conventions and rules of procedure of the
particular profAsional discipline. Cf. Moffett (1968), p. 35.

a

15
Kuhn's 'paradigm' is essentially equivalent to those aspects of

a personal construct system which members of.a professional community
share, in particular those aspects which determine and validate the
problems to be addressed and the solutions to be accepted in the course
of normal professional adtivity.'.
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closed, but well-defined personal universe, the second to greater

uncertainty but also the possibility of a greater range of 'control-. The

choice itself is between a static and a dynamic world, but for most of

us it iS a temporary choice-subsumed by a larger pattern of alternately

clarifying and changing the basis of (cf.. Kelly (1955), pp. 528 ff.).

An author makes.a similar elaboratiKe choice about the system of _
.

constructs projected in his discourse; he can stay within the system with

-.which he begins, confirming it in broad outline even ,,f; he elaborateS'q.

in detail, or he can seek a broader range through a conversiOn to a.new

system, a more or less fundamental change in the way the world is to be

construed.- His primary tool in controlling the elaborative choice is the

process tint Kelly called validation: the constructs frO; which the

discourse starts can be seen as sufficient (end thus validate)/or.

insufficient (and invalidated) for handling the experience of the work.

This validation and invalidation, as well as theelaboratiVe choiC'e itself,

is a property of the discourse; it is independent of the author, who may

learn from it just as other readers do. (On. the other hand4he may already

have learned the lesson the 4iscoursp is teaching and structure it as he

does because he thinks it the most effective way of teaching the lesson

to,7others.)

Conversion

At one end of the continuum, an author chooses to extend the

range of the construct system, forcing, it towards fundamental change,

towards conversion into a new form. King Lear, Oedipus Rex, Origin bf

the Species, and Newton's Principia are alike is this respect; each poses

'a basic challenge to the system of beliefs whiCh forms the background

aghinst which it IS written. Spectator role writings.thrpow dovnithis

challenge by creating a conflict within the subjective construal of the

experience they offer; participant role writings achieve the same kind

of tension through,objective argument and explicit demonstration of

contradiction br inadequacy. 68
4's



1

\
.

An.important defining aspect Of this polar form ofthe efaborative

choice is:that the'disCOuise is addressed to problems which are central
Mk

to the construct system; :it shallenges the nature of the.queStions to
-

be asked'as much as the answers tb,be given. In the-subjective realm

such a discourse is addressed to what Kelly called core constructs, those

at the heart of the individual's personality and system of Values. To ,

- ,

the extent that the discourse is successful, it represents a conversion
.

from one system of values to another. In the objective realm such a

discourse relates to Kuhn's underlying paradigm go /erning inquiry; to

the extent that it achieves its aim, it will result in scientific

revolution and an attendent paradigm change.

For such works to achieve their goals, more is needed than simply

a successful formulation oE an objective argument or successful projection

of a subjective system. If the audience is to make a similar elaborative

choice, if they are to agree that the implications of the discourse are....amo

of any relevance to their own lives, the-terms of the argument must be

congruent with those out of which they` themselves have been operating.
I 9'

Kelly's (1955 discussions of psyshotherapy provide us with a good*del,

of the process; n the following passages we can almost substituted.

'reader' for 'client'; 'author' for 'clinician', and 'work' for 'fixed

role'.

As soon as the client begins to take the fixed role 'seriouslyvhe
is likely to have difficulties arei his progress is likely to slow
down." In the successful case, it is when the client begins to say
in some vay, "I feel this is the way I really em," rattier than, "I
,feel this is the way I ought to become," tRat the clinician notes
other evidences of real progress. Sometimes this kind of "emotional
insight" is voiced as, "I feel as if this had been the real me all
the time but that J had neirer let myself realize it before. (p. 379)

Or again:

The effective clinician is not the Client's twin brother who acts
like him, talks like him, and thinks like him., He is the client's
teacher who.can anticinate his behavior, not merely imitate it, rind
therefore can act as the client would act, net merely.as the client
has acted. The clinician then can illso turn around and act in contrast
to the way the client would act. Finally, the Clinician can reconcile

69 and dUferentiatd the two courses of action by 'subsuming, under some
more permeable. constructs, the constructs which governed them. (p. 764)



In a similar way the author of a,dIscourse must mice his audience respond,
A

1

" That's me" and "That's the way things are." There are many ways in

which such a response can be short-circuited,: for in the end response

to a discourse depends upon what the reader takes. from the work as much

as upon what the

judges it, dote

up saying only,

Change of

with by Kuhn as

writer puts Intl; it. The reader construes What he reads,

!

rmines its relevance; he can:put it down half-read or end

"So that's the way they are."

the sort these works are trying to provoke'are dealt

scientific revolutions, fundamental shifts in the

paradigm governing the course of norMql scientific: inquiry- -in our terms,

a shift in the constructs underlying the discipline. Kuhn too emphasizes

that such shifts depend upon the intuitive reaction of the scientific

community, a reaction that is conditioned by the long experience.and. tacit
0

knowledge of those who have been working in the field. Unless the discourse

'can.generate a sense of 'rightness and proportion', a feeling of

correspondence between its claims and the tacit knowledge of these Forkers,

the_arguinents will be set aside as anomalies which the present theory

does not handle well but which are tolerated or ignored beca6se of what

the theory is able to do. (Much as the babies in the previous chapter

'tolerate' the, loss of information that results from closing their eyes

In reaching for a ball dangled in front pf them.) Polanyi (1969) has

argued much the same point, using the changing fortunes of one of his

own theoilies as an illUstration of the value of this intuitive professional

judgment in protecting a field from irrelevant distractions and, misguided

expenditures of energy. In this wider context, a discourse can be said

to be validated only by the response it provokes, a response that is

usually built up over years and into which many bits of dialogue may well

YID

have entered.

If we move in a bit from the polar,form of the elaborative choice,

we come to wOrks4which ask for conversion of a more limited part of the.../

0
paradigm oxsystem of constructs. Though they are seeking thorough

1
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revision within theiparticuly area of concern, the area itself is

circumscribed in a way that will allow overall stability. In the

spectator role we find such works as Animal Farm, Algiers Motel Incident,

and To Kill a :,:ockinc,bird, in each of which a particular and careful*

circumscribed area of belief is challenged directly. (Orwell for

example. takes on an over-idealized view of Yarxism; Hersey attacks the

American system of justice; Lee challenges racial attitudes in the

American South.) A satire would usually fall into this group too, since

it is usually focussed on a very specific question or issue. In the

transactional mode, we find here the whole apparatus of thFory building

and debate between rival schools--in Kuhn's terms, between proponents

of 'rival paradigms. Usually such works, typified by Skinner's Behavior

of Organisms or jelly's Psychology of Personal Constructs, cannot assume

a single opponent, a monolythic underlying paradigm out of which (and

against which) they are operating, but instead are one-among-many in a

struggle for supporters. This is characteristic of Kuhn's prepiradigm

period in a science, a period'of uncertain general principles. The point

is that because the field is not thoroughly and systematically integrated
4

to begin with, the effects of any given reformulation :ill be limited;

even the works which finally synthesize the field and give, it a paradigm

essentially organize rather tharwreorganize the field as a whole.

neutral Ground

The next large body of works.are these which maintain the expressive's

neutrality wi respect to the elaborative choice, seeking to integrate

new experience into a common world-view-with little attention to the

nature of that world. In the participant role, this is the mode of

giving information, whether in newspaper reports, mail-order catalogues,

or recipe books; in all of these a comm6n backgnound of attitude and

convention is assumed rather than defended or challenged. It is also the

mode of consultation, of a sharing of vieWpoints.and attitudes when

71
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there is little concern With carrying one's Own point--the sort of

pooling of experience
which the girl's in Brittoh's (1969) transcripts

were engaging in. Such an exchange may lead to quite fundamental change

in a person's system of constructs, but when such change occurs it,is

internally motivated rather than arising out of a direction or pressure

built into the discourse itself.

In the spectator role, we find a large body of'literature whose

point seems to-be that others find the world much as we do, sharing the .

same problems and triumphs, heartbreak and joy. Boswell's journals,

travelogues in general, most autobiography and much biography would fall

T--,

here, all in the end not 'making a point' but celebrating our natural

interest in one another - -an interest which at the same time helps to

maintain our comMon-sense world by demonstrating that in fact it works:

Here too we find much lyric poetry, interpreting and consolidating our

sense of the world around specific images or 'lyric moments'; these

share with the expressive a concern with the world-as-it-is and have

sometimes been called 'expreiSive symbols'. -

Articulation

Movin? on again,- we come to works whose major concern is with

articulation of a given set of constructs, working out their detailed

implications within the limits that have been set by the general paradigm.

As Kuhn has commented, this is an area of "puzzle solving" in'that the

Problems addressed are "assumed to have solutions" (p. 37) because of

faith in the paradigm itself. Kenneth Burke (1966) has Similarly pointed

out that any system of constructs has its own 'implications' entailed

in,it, implications that man has a corresponding perfectionist tendency

to work out. To fully order our world, we must have a conception of the

perfect fool and perfect villain,'as well as the more mundane characters

with whom we are likely, to cone in contact. It is with formuriting the

extremes, with working our systems of constructs through to their logical

72
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conclusions, that much spectator role writing is concerned. The level

at which this is carried out can of course vary greatly; when n work

articulates areas of our experience which'we haye not thought muqh about,

we tend to call it 'broadening'. When it articulates aspects of which we

are not particularly proud, we tend to call it 'shallow' or 'cheap'. 'Alen

it relies on simple effects such as suspense, mystery, or adventure, we

tend to call it 'light'. In each case, however, we are engaged in what

Harding -(1962) has_called "the social act of affirmini with the author

a set of values, at the same time defining and articulating those values

for ourselves. Harding's comments emphasize the similarity in this respect

of books accorded widely varying degrees of literary merit:

that is sometimes called wish-fulfillment in novels and plays can

...more plausibly be described as wish-formulation or the definition

of desires. The cultural levels at-whiCh it works may vary, widely;

the _process is bhe same. It is the social act of affirming with

the author a set of values. They may centre round marble bathrooms,

mink coats and big-cars, or 'they may be embodied in the social

milieu and personae of novels by Jane Austen or Henry James; cadillacs

and their occupants at Las Vegas or carriages and theirs at Pemberley

and Poynton. Ue may lament the values implied in some popular forms

of fiction and drama, but we cannot condemn them on the grounds of

the psycholoL:ical processes they employ. (p. 144)

The sense of delight such books give us--when they are successful--

t..

t;
1-1

fl

results from the tacit recognition of the consistency withinthe constructs

they are articulating. It is akin to Langer's 'sense of fitness' and

to the 'eureka principle' in general.

In the transactional mode, these wbrks correspond to a large area

of discourse which Kuhn has labelled 'normal science'. Here once pushes a

system to its limits, working out its implications, coordinating and

systematizing its parts. It is the mode,of scientific surveys and

research reports, of sermons and philosophy, of the professional dialogue

between members of a given school of thought. AssuCh.lt represents the

, .

.1
bulk of scientific and professional writing, a point Kuhn captures when

he calls it 'normal'. The process of articulating, a paradigth, of working

out its details and clax4tfying the relationships among its elements, f's..
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a long and difficult one, usually involving many people and varying

perspectives over an extended period of time. It provides the essential

context out of which, eventually, paradigm change as well as paradigm

maintenance can be brought about. For as Kuhn notes, only when a

paradigm has been fully articulated, pushed to its limits, do its weaknesses

as well as its possibilities become apparent. And when the faults become

over-riding, the field is ripe for revolution, for a shift of paradigm

and a starting-over within the context of a new system of constructs.

Seen from this perspective, the large body of best-selling literature

xdoes not deserve the opprobrium that is usually heapedupon it in the

name of taste and'cultural standards. If we take Richards' (1924) point

that best sellers in all the arts exemplify 'the most general levels of

attitude development" (p. 203), such works help us gain control and

precision in a way that is analogous both to 'normal science' and to a

child's play as he learns a new skill., The pleasure which they offer is

a pleasure of mastery, and just as a child becomes bored when he has

fully mastered a.skill, dropping some of its elements from his play and

taking; up ne:: problems; so too we can expect the reader to become bored

when he has rastered the principles underlying the stories he is reading.

The formula novel is dull only for those who have learned its formula;

but once it has been learned, we move on to works that offer a new

challenge and hence the possibility of a new mastery.,

George Kelly in his discussions:of the changes in construct systems

that result frori psychotherapy allso emphasized the extent to which change

also requires a stable base from which to venture in n new direction.

This recognition was at the heart of his discussion of the elaborative

choice, ,so we should not be surprised to find ourselves making n

similar point here. A-Itings in this area provide Stability and security

as well as articulation; they are harmful only to the extent that they

become the only reading that a person is willing to do. And this they

share even with the greatest works; if4et of constant change and 74

f`
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conversion, without attaining mastery of each new system, is as

unhealthy as. refusing to admit change at all.
16

Finally we reach the second pole of the elaborative choice, where

the ,concern is with providing amore or..-16Ps definitive,.articulated

summation of an established system. The 'textbook' is a good example of

this sort of writing and has beer=discussed as such in some detail by

Kuhn (1962). The concern is not with'changing but with preserving and

Ilegitrmatingt a set of beliefs (or principles or theories) so that they

can be passed on intact to a new generation (cf. Berger and Luckmann,

1967;'p. 111); In science the process is particularly clear, involving

very much a process ofrewriting the past to serve the.purposes'of the

present, a reFriting which unavoidably distorts the past in the process.

In nonscientific transactional writings we get similar consolidations of

points of view, summary statements whose major concern is to present

a given system in all of its detail rather than to_defend the system or

to win converts away from its challengers.

In the spectator role, the pole is similarly marked by works whose

concern is largely with summation and ordering rather than exploration

ancLextension. Discussing myth, Levi-Strauss (1966) has used the metaphor

of the 'bricoleur', or Jack-of-all-trades, who has a fixed set of tools

pith which to work rather than special tools suited to the particular

needs of edchtask:

The elements which the 'bricoleur'-collects and uses are 'prey

constrained' like the constitutive units Of myth, the possible

combinations of which are restricted by the fact that they,:are drawn

from the language there they already possess a sense which sets a

limit on,their freedom of manoeuvre. And the,deCrsion as to what .

to-put in each place also depends on the possibility of putting

a different element there instead, so that each choice which is

made will involve a complete reorganization of the structure. (p. 19)

16Bruner has made similar points in his studies. Cf. Bruner et al

(1956) on the value of validation in promoting more venttgapme behavior

(p. 124), and Bruner (1963) on the retreat to Meyre,primitive forms '

in the face of repeated invalidation (pp. 13, 41).
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This'reorganization, however,
remains 'pre - constrained' by the tools

whien have been Accepted. it is a matter of w kin:3 out a particular

system of relationships rather than of ch4l engingthe relational
,, ...-Z

relationships'a ,

principles or constitutive units themselves;'

Ritual, like myth, also comes atthis pole of the elaborative

choice. Here Levi-Strauss argues that sncred objects "contribute to

the maintenance of order in the universe by occupying the places.allocated

to them. Examined superficially and from the outside, the refinements

of ritual can appear pointless. They -.are explicable by a concern for

what one might call
'micro-adjustment'--the concqtn to assign every

-
single creature, object or feature to a place within a class" (p... 10 .

His documentation of these points within the realm of primitive cultures

is extensive, providing
much detailed support for our sense that myth

and ritual serve as reference pol.nts for a culture. They are, able to

serve. such a function partly because,,like Kuhn's textbooks, they too

are constantly rewritten as circumstances and valuechange. Goody and

Watt (1963)-have commented at length on this phenomenon in pre-literate

societies, where deities "and other supernatural agencies. which have

served their purpose can be quietly dropped from the contemporary,

pantheon; and as the society changes, myths too are forgotten, attributed

to other personages, or transformed in their meaning" (p. 319). In our

own culture such summary statements usually stem from a religious

context, the Bible being a paramount example. Bunyan's

Proeress is another good illustration here; (its allegory quite explicitly

demonstrates its presumptions about a Godly and Christian life. So

too with Milton's Paradise Lost,, which though, it is a far more complex

and personal synthesis than Bunyan's, is quite consciously' and precisery

laying out the details of the system as Milton sees it. The concern is

with the reco

new paradigm.

ciliation of difficulties rather than with conversion to a'

76
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Indwelling.

It should be clear by now that in arguing a dimension corresponding.

to Kelly's notion of elaborative choice, we are not suggesting that the

spectator role can be divided into those works which provide us with

insight into ourselves and those, which do not. We grant--even argue--

%

that such insight has much to do with the value of works at all points

along the continuum. The point we are trying to make, however, is that

there is a qualitative difference in the kind of insight which is

provided, a difference that lies in the way in which the discourse is

implicitly to be construed. On the one'hand, we,have works which are

'concerned with a struggle between paradigms, with forcing us to recognize

irreconcilable conflict or limitation within'one view of the world, and

thus ultimately to expand our range and begin again from a new set of

basic principles. On the other hand, we have discourse concerned with

the reconciliation of conflict within an accepted paradigm, with

rearranging and articulating its parts, bringing them into alignment with

one another, and vltimat ly confirming the basic system of values in

broad outline even as organized and changed in its detail.

Whether we are concerned wi moving towards a new paradigm or with

gaining mastery of the one which we have tentatively assumed, the arts

remain one of our most important instruments. They are our mode of

'indwelling' (Polanyi, .1958), of ordering our mind and experience into

A coherent and useful whole, an ordering.that can only he done tacitly

but which structures the whole of our active life.

5. -The MIdel as a Whole

So far we have described the two underlying dimensions of discourse

in isolation from one another. InAfigure 1 they are brought together in

a unified model with its origin in the expressive and with the two

dimensions defining directions of differentiation out from it, Examples
.tar

from among those we have used already have been located in the diagram

p-5
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to illustrate its structure.

Figure 1: ' Modes of Discourse

Kiwi Lear

CONVERSION

'Psychotherapy' Origin of Principia

the Species Nathemarica

Ulysses Animal Farm A flodest Mind Syntactic

Proposal Structures
,

'
/ ,

I'expressive BOswellis / 'information &
POETIC

Tvnr-....cry . TRANSACTIONAL
lyric' Journals L'`'----- ' problem solving'

Henry James 'best selLers'

Paradise yil7rim's
jp.ost Prog..ress

'myth and ritual' 'confessio/0

ARTICULATION

'normal science'

'textbooks'

SP C TlyT O R PARTICIPANT
ni,

The Expressive Center-

Several points are worth reiterating here. One concerns the central

nature of the expressive: as we have defined'it all other modes .of

discourse can be seen as differentiations of this initial, fluid form._

Placing it at'the center of both of our dimensions, however, in effect

gives the expressive a more limited definition than it has had as the

center-point of the poetic-transactional spectrum alone. This change

seems useful, for it separates two aspects of the expressive which in

the past have been intermingled- -one having to do with its place as a

bridge between the subjective and objective,worlds, a bridge haying

its roots in the reciprocity of the shared encounter; the other relating

to its openness to new idea's, its lack of commitment to a particular

way of assimilating experience, and its concomitant usefulness as an

78



-78-

instrument of problem solving.

What we want to argue is that there are other modes of discourse

which share one or the other, but not both, of these characteriS.tics

with the expressive, and that these other modes are best handled as

differentiations along the dimensions of our model rather that as part

4

of the expressive mode itself. The two poles of the elaborative choice

7--
are a good place to start. We can cite psychotherapy as an example of

loonveEsion' on the boundary, between transactional and poetic; it is

a very private process in which the individual's personal and public

worlds are rehligned. At the other end'of.the spectrum we can reco7,nize

religious confession--at least for some groups in our culture--as one

of the foremost means of reestablishing and oonfirming a systpn of

constructs, again in'a very private segment of the individual's life.

Both pf these nodes share with, the expressive a lack of formal differentiation

into poetic or transactional forms. They differ from the expressive,

however, in their commitment to a point of 'hied;, a way of assinilating

the-world. '.7hereas in the expressive we have argued the only pressure

is towards fitting the world together, in both of these there is implicit

a-particular way of viewing that world. If one accepts the conventions

of each mode, both the patient in psychotherapy and the suppliant in

confession are guided from without, their construal of the world. being

shaped by the course of the discourse itself. The as of the

relationship is evident in Kelly's discussion (1955):

The therapist subsumes the client's constructs. He decides what
kinds.of variation of conceptual elements to introduce into the
therapeutic field for the client to make constructive sense out
of. He permits the client to validate certain constructs and he
sets up the situation in such a manner as to invalidate others. (p. 594)

This is anything but an unstructured situation, however unstructured

and self-revealing the language of the patient may be.

T)
On the other hand, the extreMet of the poetic-transactional

dimension can share, with the expressive the openness and lack of
:

79
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assimilative pressure that concession and psychotherapy lack. In the

transactional, as we have already noted, we find many developedf9rmS.

of problem-solving behavior--the dialogue in professional consultation

or the application of a compute/: program to a problem after data have

been gathered and parameters defined. In the poetic'mode, we find

expressive lyr-ics which serve as reference points or intRces to our

shored world.

To argue that these areas are best seen as differentiations of

the expressive rather than as part of its core is not to lessen the

importance of the expressive in our lives. It remains the mode where

the various parts of our life core together and are adjusted to one

another, where we give our experience the meaning that it is to have

for us. Berger and Lucksvinn (1967) have,noted the imPortance of such

processes, dealing with them as 'conversation':

The most inportant vehicle of reality-maintenance is conversation.

.'.. Most conversation does not in so many words define the nature

of the world. Rather, it takes place against the background of

a world that is silently taken for granted. (p. 172)

Yet it is not a static world that is taken for granted, rather a

progressive one that is changed by the very activity of keeping it

in order:

One may have doubts about one's religion; these doubts become

real in a qUite different way as one discusses them. One then

'talks oneself into' these doubts; they are objectified as reality

'within one's own consciousness. Generally speaking, the conversational

apparatus raintains reality by ' talking through' various elements of
experience and allocating then a definite place in the real world. (p. 173)

It is this 'talking through' that we want to keep as the heart of the

expressive, leaving the differentiated forms--the arguing of a point

of view, the creation of expressive synbols, the solving of a problem

with the tools of transactional language--as specialized and distinct

modes which develop out of the expressive and into which the expressive

can easily move.

This has obvious implications about the order in which we would

expect the various modes to be handled successfully by an individual,

80



but it is not meant as a developmental model Per se. It'isnot that

one begins in the expressive and moves from it to the borders of the

'4o

model; rather that these other nodes are added to the initial expressive

mode, which continues to mature alongside of them. Movement from ont

part of the model to another does not represent a shift in quality or
A

maturity or value, simply a shift in the mode of construing which the

discourse itself implies.

1 Cultural Value

`On the ochei hand, figure 1 does suggest that certain modes of

construing have been more highly valued by our culture than have others.

The quadrant consisting of 'converting' works in the spectator role

subsumes much of what has been termed 'good literature', suggesting

that we have placed a value on the progress implicit in reformulatien

and extension of the dogreeS of freedom--a conclusion bolstered by the

esteem in which the works in the corresponding sector of the transactional

mode have also been held. At the same time we have valued the sumrary

statements of the other extreme, the clear synthesis of a total point

of view which can be used to initiate succeeding generations into a

common culture. The areas which have tended to be neglected--even

derided--are those of 'normal science' and its spectator role equivalent.

The effect of these works is cumulative rather than dramatic, no one

work becoming etched into cultural or professional consciousness. (A

fact highlighted by the lack of titles that can be cited in then areas

with any hope that they will be understood; we recognize the genres

without sharing our examples of them.) Still their importance in the.

total process of cultural and profes'sional advance should not be

forgotten: they prov both the stable reference points and the

articulation of the system as a whole that is necessary for progress to

take place at all.



he Interaction Between header and Work
ti

Works have been'placod in figure 1 on the basis of the mode of ,

Construing implicit in their structure when judged against the context

of their time and place of origin. This was the siMplest way to

classify works while presenting the model,, but the dimensions Of

construing which we have been exploring continue to be of importance

when we shift our focus from that of general cultural impor6nce to

that of the individual reader's response. Origin of the Species, for

example, was originally a polar form of the elaborative cheiice, challenging
?

basic assumptions and leading to a conversion to a new paradigm. But

for'most-biologists today it has moved to the oppisite pole, becoming

a major if somewhat dated reference point laying down the outline of

the paradigm from which present-day science operates. King'Lear, on the

other hand, rerains much what it has,always been, a poetic work provoking

conflict within the paradigms of eacfa.succeeding generation, pushing

towards a new and broader perspective. And each generation construes

the work in this way because the depth and complexity of the original

is such that the problems it poses are ultimately larger than the

context of kingship and power out of which it comes; they. are questions

ure of man which reach generation rust face for itself.

Other shifts that may take place within the.model are purely individual,

about, the

developmental ones. We have all had the experience of a book which once

excited us, opening our eyes to whole new vistas of human experience,

and yet which when we returned to it in later years seemed trite and

superficial. It is a natural process, brought about by changes in our

own systems of constructs. In the terms of the model, that which is

initially a force towards conversion becones, for the conversed, a

neutral or articulative summary of an accepted point of view.

It is on the nature of this interaction between the reader and

the work that,we will focus in the following chapters, exploring some
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of,the ways-it is controlled, how it develops and Changes, the
-.-

gionscious,and less-conscious ways in which it affects us. It is an

important interaction because in the aggregate, surina*ted across the

many ',individuals who are part of our,culture and pur society, it

represents the progress of culture 4tself.
0 , ,

9

.1

.
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CHAPTER III

GENERAL PROCEDURES IN THE COLLECTION AND ANALYSIS OF WIZ

1. Introduction

tTo explore the implications of this view of the spectator-role,

a series of studies was undertaken to investigate developmental trends

in ideas about and'responses to literature. The studies fall into two

, main groups; dat'a from which will be presented and:analysed separately.

The first set of studies used a published collection of stories told by

children between the-ages of two and five (Pitcher and Prelinger, 1963).

The original investigators analysed these from a nao-Freudian perspective,

using them as a means to explore latent themes or crises of developmental

importance. Their investigations, though we will draw upon them at a

few points, have for the most part little relevance to our present

concerns, Pitchers and Prelinger's report reprints in full thecorpus of

......_, ,,

. .

'stories upon. which their'investigations were based, however, and it is

this Collection which is most valuable to us here. For the present

investigation, anPlyses concentrate upon the stories as a source of
1

information about the expectations which P child has about what a story

is, how it is organized, and how it can_be 'used' or-varied in_Aesponse

to different problems.

The second series of investigations was designed to explore age-

chinges in ideas about and responses to literature, among students'from

six to ,seventeeR years of, age. At each age level,, the relatively

1 standard use of structured or semi-structured interviews and open -ended

0 .

questionnaires was combined wirtlt a parallel exploration usingan'adaptation

of Kelly's, (1955) repertory grid technique. The i tervieWs and questionnaires

'
can also be seen as, extensions of Kelly's Clinton procedures, however;

t

,

they,aresi'milar to what he has described as-the 'self- characterization'

0
6 . ,

person
i

of the person whoSe responses are being studied.
. ,

.
. S

-- This Chapter will betoncerned with the.technical details of the
.

samples drawn for these yariotts investigations, the rationale behind,

. 8,4
, .

. I
.
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them, and general problems in gathering-and analysing the data. Details

IA the construction and analysis of specific instruments are reported in

appendices II and III; copies of each are ineguded in appendix IBC.

Discussions of results are introduced as they become relevant in later

chapters of this report.

2. The Analysis of Children "s Stories

Subjects

Pitcher and Prelinger (1963) collected60 stories from two, three,

four, and five year old children in New Haven, Connecticut, and its

surrounding communities, in large part from children attending the Gesell

Nursery School. Stories were gathered over a period of several years,

between 1955 and 1958. With the younger children, an investigator worked

in the classroom as a teacher for 3 months before beginning to.collect

data'. This was hot true for the elder children, and the five-year-old

sample in particular is discontinuous; this included children from regular

public school kindergartens where the population represented might be

expected to be rather, different.

Stories were gathered in response to the simple' request, "Tell me

a story,", but according to'Ames (1966) children at different ages vary

in their willingness to respond to this task.
1

She reports that only

about 5p percent of the two-yepr-olds will comply, though by three it is

easy t1b elicit stories. Four-year-olds in her sample have become self-

conscious about what a stpry is and again need some coaxing. By five, the

ma/o complication,isa propensity to retell popular children's tales

tfii
, ( "Hansel and Gretel" was the favourite in Pitcher and Prelinger's sample)

/ra her than to make up one of.their own. These retellings are excluded,

om Pitcher and Prelinger's collection; when the children had finished

1,

'Ames worked from-the same research institute a8 Pitcher and Prelinger
1

and drew from a nearly identical population in the years following the,
collection of data which they report. Though more briefly reported, Ames'
data proyide useful amplification of the earlieirork./- -,'

8 5
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"'Now I'd like a story that is your very own,

one,that nobody else told you, that you made up all by yourself."

_Pitcher and Prelinger give no data'on the proportion of children who did

not tell stories at different ages, and none on the interactionbetweefi

retold and r'ade -up stories in those cases where the children did both.

The socioeconomic status of the children was uniformly high; almost

all were from professional families, a usual characteristic of private

American preschools. In Ames' (1966) sample from the same population,

they fall into classes I and II on the Minnesota Parental Occupation

Scale. Various%PC; and Developmental Evaluations were available ,.son all ,

of the children: 60 percent were of superior capacity, 33 percent of

high average, and only 7 percentaverage, a bias refle6ctino the homoggneous

andsprivileged socioeconomic status of the parents. The children must ,

therefore be assumed to be more articulate and their stories more fully

developed than.would be the case in a random sample of these ages.

Though
.

the population from which the sample iS drawn isjc:lear
0 T

enough, the sample itself is rather confused: Though the storiesilare
/

,

evenly divided,between boys and girls at each /age, there are two'stories .:
. 0

/
each from the two, three, and four year olds, and there'is a highIi,. /

, .

prbportion of overlap between the age groups; many of the children

f
n

contribute stories during more than one year. LA subsample(pf 15 boys

and 15 girls at each age has therefore been drawn for the present study,

eliminating all overlap between year-groups and using only the. first of

the two stories told by the,child at a particular age. Selection was, at
c/

random within these constAihts. This'makes statistical tests of

differences between the ages and sees possible, and in fact results in
P

droppiTt only 17 subjects from the analysis completely; tlhe larger drop

inthe total number (from 360 to'120 :stories) is.d result 45f the high.

degree of overlap betimen the ages and or the deletion of thetecond.

story for each of the younger subjects. The full set of 360 stories was

F.

.

8 (3
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scored, however, and except where oth rwise stiieacnn be assumedto

show the same trends as the smaller but statistically more useful

subsample.

In the discussion and analysis of data, subjects are cross-

classified by sex and age, hge to the ne rest month, as reported by

.Pitcher and Prelinger (1963) for each child, was used to calculate the

average ages in table 1. Both the two and five year old samples are

Table 1: -Age in Months of Children telling Stories

Ape Group
Two Three Four Five

Boys mean 31.9 41.9 53.1 .65.3

. standard deviation 1.3 2.4 3.2 4.2 .

Girls mean 31.6 41.1 53.3. 63.9

standard deviation,4 2.2 2.9 3.1 3.3

Based on 15 boys and 15 girls in each age group.

skewed, consisting largely ofaildren between 2;6 and 2;11 in the first

case, and slightly less overwhelmingly of children between 5;0 and 5;6

in the second case.

£.corin' Procedures
V 4'

-y The 360 stories reprinted by pitcher and Prelinger (their full

t

sample) were randomly numbered using Snedccor and Cochran's (1967) tables

and then,auplicated with all, other identifying information (age, name,

.sex) removed. These duplicated stories were ordered on the basis of their
4,

assigned random numbers and,scored..in this order.
t The scores (set mit

in detail in appendix II) were calculated by the investigator, each on a

separate pass through the full set of stories. Scoring was spread over

n four- :month period and related measures scored atilintervals from one

another, in order to keep then as inddpondent as possible. After,

,scoring was completed, the more subjective scores weretrecated by
r

.

. .

an independent examlnIr on a random subs, aMple of ;25 stories. ,In all.

,
, .

cases save one (described in appendix II), these scorings were done,.
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directly from the category descriptions without further training by the

main investigator; this is a stringent test of scorer consistency but a

realistic one in terms of cross-study replication of results. These

results are discussed in appendix II in the presentation of the scoring

categories; inter-rater reliability was in generalhigh;.,..J

When n11 scores had been calculated, the-sample was reassembled

in its original form and coded to identify each subject. At this point

the subsamples of 15 boys 4nd 15 girls were randomly drawn for each age

group. Some of the.omitted stories had been told at earlier and some at

later ages than those used in the analyses. Since stor -telling had

presumably been an intervening activity for all of th~ children, ;:ais

does not introduce any evident bias.

3. Data from Interviews and c'uestionnaires

,Procedures

Piagett.c discussions of developmental stages in intellectual 1:4rowth

V'ere.used to select target populations likely to show nuite different

patterns of literary'response. Six, ni , thirteen, and eighteen year

old groups were chosen as appropr)fate school-age populations likely to

be biased toward Piaget's preoperat onal, concrete operational, and early

and later formal operatiOnal stag The intent was-to maximize the

ratio of between- to within-8nm _ variation rather than to clai'mthat

specific children would, iavel e resources of one or 'another of theSe
)

modes of thougfit available.

To strike some bola between the quality of the data and the

)

41161p amount of time.needed to' gather it,--youn'Ter-subjects:were individually
.,-

:.,

; v

intexvleyed,but...0.4er nes' were approached through various written .

. , .:':' '.---. ---- i'''' t

e 1

measures. AgeoTtne 7as,useLi as the change-wier point, with,samples at
L

. N

that age completi g both the written and the oral measures.

A single choof drawin area has initially chosen for theistudy,

centering,on large comprehensive school in North toncion and n nearby
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set of lower and upper primary schools. _A student beginning in the

lower school ordinalmly moves from there to the upper school, and finally,

to the comprehensive school; at that last stage he~ is_ by students

from n number of other similar primary schools. The community as a whole

.
includes a stable working class population livinr, primarily in postwar

public housing. A small proportion of the population are first-generation

// groups.
/ ,

.

4-

, Interviews with Si.); and Mine Year Olds

immigrants, with some bilingualism; students for whom 1:nglish was not the

mother-tongue were dropped from all samples gathered for this study.

?i-eliminary studies with draft versions of the written measures were

carried out in the comprehensive school during the spring of 1972; 1

class group each at eleven, fourteen, and fifteen was tested, with

each student completing two instruments. All measures were revised on

the basis of the results. Preliminary work on the interview schedules

for the younger children ims carried out in a school in Southeast Lonc!on;

some of the more interesting fragments of that work have been reported

separately (Applebee, 1973).

Testing for the main studies was carried Out irr a 5-week period in

the auturin of 1972, from mid-September to mid-OCtober; this meant that

the eighteen year old pre-university samples were in fact in the seventeen

year old band. Work in the various schools and with the various age-
/
/groups bean and continued simultaneously. Though schedules were adjusted

to the convenience of the schools 'rather than rigidly counterbalanced,

time-of-day and day-of-week were consciously rotated among age and sex

These samples were ahogen from a lower and upper primary school

sharing the same building but with separate administration,and staffing.

In both schools, children were used from all classes at the selected

ws, involving 3 teachers at each age level. Class lists were provided,

A 1by the head of the lower school and by the teachers at the upper school.

8 9



Only students in the upper three-quarters of the ability-band at each

age were interviewed, to reduce the chance of totally frustrating any

of the nine'ear olds with the writ-ten measures.

0

Subjects were interviewed at random from the class lists, with

testing terminated after all cells in the design were full; each
0

interview was approximately halt an hour in length, though this varied
>yr

considerably from child to child. Before testing began, students were

assigned at rand)m to one of the two interview schedules; each of these

included an orally administered repertory grid as well as a series of

more open-ended questions. (These measures are discussed in'appendix III

and are included in appendix Iv.) Ninety-four children were interviewed

in all. Six were deleted through examiner, error or extreme shyness and
-

discomfort in the interview situation. these'cates, though the

interview continued the formal schedule was abandoned.) The final sample

_of.18 subjects wcks ovenly divided between ages six and nine, between the

two, interview schedules, and between boys and girls. All of the children

had been,in school for at least 1 year at the time the interviews tool(
' ,

,

Table 2 describes the samples in terns of age, vocabulary scores,

1 and reading ability. The six year olds average age is just under six at

Table 2: Age, Reading Ability, and Vocabulary Scbres for the Children

erviewed'In

Age in months
Vocabulary score'
Reading Ratio3

_Interview

Age 6
(n =44)

Age 9
'(n =44)

Boys
(n=44),

Girls
(n=44)

One
.(1=44)

Two,

(n=44)

Standard
deviation)

71.3 116.0 93.8 93.4 93.1 .4.1 2.90

104.1 107.1 102.6 108.7 103.6 107.6 12.82

. 95.7 93.8 97.6 95.0 96.5 15.0

Analysis of variance for age and reading show nesignificant differences
between the sexes, between the interviews, or 'for sex by interview .tions.

Vocabulary shows no significant differencedffor ago, interview, .or inter

but 7 for sex 4.97, df=1,80, p< .03.

igithin cells.
2Standardizod in the normative sample to have-mean = 1007V:et.-= 15,

separately for each age and sex group (Dunsden and Roberts, 1955)x
'"

32eading age in months divided by ch4:onological age in m1/40nts, all
,

times 100. Ni =,22 except for the Age 9 tivple, for which ni = 44. 90
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5 years'11.3 Months; the nine year oldS,AVerage age is 9 years 8.0

months: Vocabulary as measured by,the Mill Hill Vocabulary Scale
. _

(Raveri, 1965) (administered as part of the interview schedule) is

slightly above average for both age groups, though more no for the girls

than for the bOys in these samples. Reading scores nt_nine, based on

the Holborn Reading Scale (Thtts, 1944) administered by each teacher at

the beginning of the year, are slightly below average; differences

between reading and vocabulary are more likely due to differing normative

samples than to a within-group discrepancy in achievement in the two

areas. In general, the available scores suggest that the sampleS do not

deviate strikingly in any direction from the average, thopch there may

be some constriction in range as a result of the sampling procedure and

the homogeneous socioeconomic background of the community.

Written neasures: rain Study

Nine, thirteen, and seventeen year old samples were drawn for two

main neasures, one an opent-ended questionnaire parallel to sone aspects

of the intervi younger children, the other a repertory grid

parallel to that ziven to subjects receiving the first of the two interview

schedules.' The nine year old sample was simply tal extension of that for

the interviews, but with more subjects. Students receiving the first

interview schedule later completed the open-ended questionnaire; those

receiving the second schedule later coTpleted-the repertory grid. In

both cases, about two weeks elapsed between the interview and the written

measures. The latter were administered in groups of 5 students, a

manageable size which allowed students to as:: for help with vocabulary, 4.°

spellin3,'and genbral interpretation of instructions. Sixty-two children

were tested with either the grid or the questionnaire; 1 completing the

grid was frustrated by the final part of the task and quit )efore

completir6 it; 1 answering the questionnaire copied his answers dir,ictly

from a compatriot lind was dropped. T,is left a final sample of 60 nine year
I
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olds, avenly divided between the two test conditions and, within

conditions, by sex. Both incomplete tests came from students who had

successfully completed, the interviews, leaving a 21-subject overlap

between interview one and the open-ended questionnaire, and between

interview two and the written grid. The, expansion of these sanni_es, by

.
approximately one-third (from 22 to 30) created no significant differences

in the average ages, vocabulary scores, or reading ratios already

reported in tabla 2; final means for the 60 subjects were 116.4 months

for age, 106.3 for vocabulary, and 92.7 for reading.

The thirteen year old sample was drawn during the name tine period

from the neighbouring secondary school. Samplin-, Y(s class, with

5 classes eut of the 9 having thirteen ;dear olds, being used-either in

the -:win study or in the supplementary study (which used different

instruments). Standardized test results were used to select clabses

biased toward the better students in. the school. This upward bias

paralleled ti-at in the nine year old sample and was introduced here in_

order to provide samples comparable with the pre - university sample_which

was also to be drawn; by ages sixteen and seventeen, students have

passed the school-leaving age and the bottom of each year-zroup drops

out. Selection of classes and scheduling was done by the actin:::

chairman of the English department, with the investigator determining,

which classes then received, the main study and which the supplementary

study fnstruments. The writtdn measures were administered in class groups

durin,g regularly scheduled double-period English sessions (approximately

90 :.,Mates); in one case single-period sessions'on successive days were

used. All students received a brief
r !reading"surveyi-in advancd of the

session, asking for titles, of 8 different stories which they had read and

remembered
2

, one each for 8 different categories of stories (e.g.,
tl

r2t all phases of the study4 it was 'stressed that references to
'storfcs' meant any stories whichithey had read, including both novels

and short stories.
92,,,



-favourite, hard, moving). The session itself bcran with a brief
tis

OeAcription of the study, stressing that it was not a test but an

atteilpt to find out students' opinions about books they had read; then

the_ti7ef main measures were distributed in alternating order around the

class so that half received the grid and half. the questionnaire. If a

t

student finished before the period was over, he was given the other

measure too; thus all were busy throughout the session. During the

last'10 minutes everyonewns asked to complete a short 'background'

questionnaire providing information on age, sex, socioeconomic status,

general interest in reading, and preference amono a selection of genres

and media.

In all, 45 subjects coripleted the grid as their first measure and

42 completed the questionnaire. Ten subjects on the grids and 2 on the

interviews ,,left some. portion itlicomplete and were dropped fromfurther

analyses. From the remaining subjects, random-subsamples of 15 boys and

15 girls were drawn for each of the measures.

The seventeen year old po

After discussions with the staf

asked to gather during a free p

session. This,was dorp partly

and 'interest would be higher un

pulation was not successfully sampled.

f members involved, these students were

eriOd rather than during a regular class

because it was thought that enthusiasm

der these conditions, and partly because

t)le class groups themselVes were small and the study would have involVed

disrupting many different clas

obtained during the initial me

session:.. Virtually_no cooperation was

ting with these students nor during later

attempts to follow up with students who had no participated. Students

4

who came to the sessions cooperlated, but very few cane at all--a response

which was apparently the product of tensions within the class group

rather than provoked, by this specific study. In any event, though some

data were gathered the sample was highly self-selected and very small--

effectively of very little use.

'93
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,1lith the loss 6f this group it was impossible to draw a seventeen

year old sarple that would be continuous with the three younger groups.

Instead of attempting to 'match' schools, a new study was set up to

investigate changes from thirteen to seventeen in a totally different

school situation. For this study, two suburban London single-sex selective

schools were used. Both are long-established,-academically-oriented

schools with large pre-university classes and some boarding students.

ti

Though sharing some facilities, each school has its on history, staff,

.

and financing. :few thirteen and seventeen year old samples were drawn

at the girls school during the first week of :,ovembcr, and at the boys

school during the last we of l''ovember. Procedures were identical with

those in the comprehensive school, except that the boys school neglected '

to distribute the preliminary reading survey forms in advance of the

a

testing session; this was the result of staff absences at the critical

points. Time allowances were generous however, so that this affected the

second, supplementary questionnaire rather than the measures of major

interest.

it the boys school, 30 subjects completed the grid and 25 the

questionnaire as their first measure. promjthese, 10 at each age were

randomly drawn for the main analyses of each , nstrument. Pt the girls

school, 32 subjects completed each instrument as their first measure,

again with a random subsample of '10 students for each instrument at each

age used for most of the analyses. In both schools, two seventeen year

old and one thirteen year old teaching group participated.

Sulelementary Study

In addition to the main study focussing on the grid and open-ended .

questionnaire,d'a sqppIbmentary study usin2, a grid concerned with favourite

movies, television serials, plays, stories, pop songs, rhymes, and conic

books was also carried out. An oral version of this grid was given to
)

ix and nine year old children in 01'6 course of the second interview

94
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schedule; a written version was administered to new samples of eleven,

thirteen, and sixteen year olds at the comprehensive school. Ueyen

year olds were used for the written measure in order to reduce the demands

on the nine year olds, who were already being-asked to conplete both a

written measure and an interview as part of the rain series of studies.

Arrangements for administering this instrument at the comprehensive

school were made simultaneously with
7those for the instrurents in the

main stuc:14, but testing began a week earlier in order to insure that any 4',

difficulties introduced by changes in procedures since the preliminary

study would not jeoparadize results from the main instruments. Students

in the supplementary study were scheduled,to receive the grid, the rill

Hill Vocabulary Scale, and the background questionnaire. This schedule

proved unworkable even with the double period, partly becaUse the time

demands were too great and partly because testing conditions for the grid

and the vocabulary measure were too different to allow them to be joined

well in one session, whichever measure were scheduled first. The

vocabulary tett requires standardized, highly formal testing procedures,

while the procedure used with the grid encourages students to talk among

themselves during the initial period of selecting titles. Because of

the difficulties it caused, the vocabulary measure was drppped from the

sessions with the older students at this point; because of the time-lag

built into the testing schedule, it was possible to make this Change

before testing for the main study had begun. Demands on the school staff

andrattendant problems of scheduling available time made'the alternative

of 0 second session for this,measure unfeasible.

Two classes at eleven, one at thirteen, and two at sixteen were

used in the supplementary study, involving a total,of 129 sub4ects". Of

these, 52 Left some portion of the grid or accompanying background

information sheet incomplete and were dropped from the analysis. Of the

remkinin::: 77, 10 boys and 10 girlsydre selected at random at each of

4

I

the three ages, providing a total of b0 gridt for 'pndlysis. The very 95



-high rAe'of incomplete returns .in this study WAS 'ChM to the Alfticultles
. - 0

caused by-the testing procedure, and by the fact that the preliminary

'reading survey' did not provide the sriooth transition into the task that

was obtained in the rain study.

,Descriptive 1:easures

A number of descriptive measures were coll,ected,from the-secondary

,school students.receiving the questionnaire or eith!er written grid. Table

3 summariz es these, including average ages, views of own readingrand, for

the comprehenLve school students, a rating of verbal reasoning ability

based on testing just before' entry from primary school. (The latter is

here standardized among the age groups as a,3-point scale.) The comprehensive

school samples for the main study are above the LonJOdon average on this-

rating, while those-for the supplementary fftudy are average. On a

".4

nationally-ndardized readin7 test given to all of the-thirteen year

oldsthe iirevious sprin3, those lasses in the main study had an average

reading score of 107.3 (normed ean 100, s.d. = 15), those in the

supplementary study an average of 101.3, while the year -croup as a whole

had an average of 94.2. There was a slight but evidenttendency,for

-students with better initial .ratings on, verbal reasoning to be more

likely to complete the measures, and thus to remain in the final sample.

Social class and socioeconomic status of the students were estimated

from data on parents' occupations provided on the background information

sheet. No pressure was put on student's to complete this item, and there

was some resistance to it in the comprehensive school where some at the

parents are unemployed; nonetheless the najority responded as requested.

OCCupations were then classified using a system developed for census

%
data (General RegistrN Office, 1966), which Is itself coMPatihIe with

International Labour Or recommendattons (1958). The results, are

sunrorized in table 4. The parents of the comprehensive school Children

et,

tend to be skilled workmen, with very few families falling into either
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the !professional' or.the 'unskilled' social class 'rums; in terms of

socioeconomic status, they reoresent the tub ionr:l'hat separate groupings

of junior,and intermediate non-manual workers ( N.-.,_clerks, typists,

salesnen) and skilled or seni-skiiled mnnual work:Tr C e. ., carpenters,

bricklayers, taxi-drivers). Though occupational dot,: are not available

for the parents.of the six and nine year olds, the area is homoeneoui

`and stable enough to expect little difference. na,-ents of the selective

school children, on the other hand, are Primarily professionals (e.g.,

doctors; lawyers, teachers) or businessmen.

Cooperation

!!ith the exception of the seventeen year olds nt theconprehensive

school, studen!:s, in all of the classes tested for the main and

supplementary studies seemed cooperative and, tnou^h ndt volunteers, quite

willing to participate. There were few comments indicating any resistance

and few attempts to dismiss the questionnaires as ;! joke, either openly

during the class sessions or covertly in the'answers recorded. The one

exception was a joke which surfaced in virtually all of the thirteen

year old and some of the other classes, with Twenty Thousand Leagues Under

the peaSea suggested as a 'deep' story, and ;round .orld in .;:ighty Days as

a imovin7' one. This seemed more to relax the classes and establish a

comfortable atmosphere than to subvert the intentions of the study;

neither title appeared unduly in the responses, and then not in the

joke-categories. The instruments themselves were constructed so that

series of related questions would provide a, check on whether answers

were at least systematic. 1'1l papers Were examined for consistency as

well as for lack of cooperation before coding began, but none had to be

dropped on these grounds.: (Some of the papers dropped for incompleteness,

however, were probably the product of 1(164, of interest.)

A more subtle form of distortion is nonetheless likely to be,present

to some extent in all of the%data. This is:the attempt to conform to

teachers' expectations,. Choices of favourites and jud=ents of 'good'

9
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or 'poor' occur at a number of different points in the instruments and.

would appear particularly prone to some such distortion. This was

minimized in two ways. First, the presentation of the study stressed

;

that-there were no right or wrong answers, 'but that we were trying to

find out what students 'really' think about the books they have rend.

It was stressed that people hardly ever agree in their detailed comments

about specific books, an assertion that was strengthened considerably

by the heated arguments that had arisen in some clfipses . in' the process

of filling out the preliminary 'rending survey' form. The 'second'way

in which distortion was controlled was by designing the various instruments

to leqitimate os wide a range of responses as possible. (uestions asked

not just why one might like such and such, but also why one might not

like it; story-titles were elicited for such diverse categories as

favourite, not liked, moving, hard, easy, and deep; students were asked

for their personl favourites as well as those they thought should win

a prize as 'the best'book'; and so on. Such procedures cannoteliminate

the attempt to respond the wny one thinks one 'ought' to, but.they do

help to minimize it.

4. Treat gent of Data

General;

Data gat erred in the course of these investigations were coded and

punched for c mputer analysis, and checked for errors. Fregdencies were

obtained for categorical variables, and adjacent or related categories

combined to raise expected frequencies to the levels suggested by

Cochran fo appropriate use of chi-square as a test statistic; in some

cases the' were simply dichotomized !at the median. Cochran's criteria

are summ ized in Snedecor and Cochran (1967) and more conservatively

in Siege (1956).

C tegoricnl data were ,analysed using the SPSS system (Nie.et al,

1970) rs implemented nt the University of London Computer Centre on its

CDC 6.00 computer. Parametric annlyses were carried out using 195 NOVA 1 0 0
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(Bock, 1963; Bock and Haggard, 1968) and the 13N[) series (Dixon, 1968,

1970), again as implemented at the University of London Computer Centre.

All three of these sets of programs provide widely used and well-

documented routines for various standard statistical proceduret, though .

the SPSS system 1,roduces a ditsconcerting number of inappropriately

computed tests of significance in its contingency table' subroutines.

These systems were supplemented by some hand calculations for
moilw

simple effects. Fisher's Exact Test was computed using Siegel's (1956)

Z

tables,for those cases where frequencies in all cells were greater than

1; exact levels were used in other cases. Interactions in two-by-two

tables in which the entries are proportions of a third variable were

also tested by hand, using an approximate test* based on the normal

distribution. This test is described in detail in appendix II.

Throughout the analyses, .05 was tnleen as the level for rejecting,

the null hypothesis, .probabilities between=.10 and .05 as indicating a

trend; others are reported as no significant difference (nsd). One-

tailed tests are used where ,hypotheses were made in advance and where

.._
/

such predidtions can be incorporated in the test statistic. This

lntter condition is not met- .for example in the chi-square tests with

degrees of freedom greater than 1, and those tests are _therefore all
'QN

two-tailed. For two-by-two tables, calculations for chi-sounre
. . %

, .

included a correction for continuity; cf. Siegel (1956) or Snedecor

and Cochran (1967).

Children's Stories

For the children's stories, summed scores lie re computed within

series of highly related variables to provide some control for the multiple

comparisons involved. These were dichotomized -or used in analyses of

variance as their distributions warranted.

In the subsaMple of 120 used for the main analyses, the two, three,

and four year olds each had a second story available. These had been told
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an overage of 1.6 months after the first and were used to explore,the

extent to which children make use of a variety of options in tellinc 0

, I
. their stories. ?or these analyses, subjects wen' partitioned into those

1

at or above aze 3;6, and those below. Initial and repeat scores for

L_
each' child were then con7.r.cil these arc dis6us6ed in chapter

.

VI.. Chances from story; to story 2 were alsot:ested against.the

hypothesis that the second story Should Thor some develo?mental advance,

in the direction of the age-changes predicted for the initial scores.

These analyses are summarized in supplementary table I (appendix I):

almost all are in thp predicted direction but fetes` the cars are -

statistically si;nificant. Given the short timt-iaterval between the

two stories., this is not particularly surprisin:;.

Age and sex differences were tested, for 611 measures; for variables

Which 'could be treated as representingunderlyin:; interval scales these

included tests of interactions. or most of the categorical data only

main effects wore tested, using chi-squares on the appropriate bivariate

distribuions.

Innrviews and :uestionneires ?

The design of the main study, with the change from oral to written

measures at age nine and from the comprehensive to the selective school

setting at age thirteen, makes overall tests of significance of questionable

value and validity. Instead, both univariate and multivariate analyses

have been limited to the contrasts of interest.berween adjacent ages,I
bbtween school settings, and between oral and written measures. Sex

contrasts have been tested within these constraints. In reporting rewits

on the written measves, the nine and thirteen year old samples from the

forth London prirary school and its associated comprehensive school are

discussed as a sinlle 'cOmprehensive school' population; sinilarly, the

two selective schools have been treated as one po.,ulation in most of the

analyses. Sex and interaction effects have been tested for the selective

10"



school samples, however, and in interpreting differences that appear it

is necessary to,remember that they confound a between-schools effect with

any'sex differences.

The grid analysis service run by Patrick Slater for the ;:edical

Research Council carried out many Df the analyses on the grids, providing

in some cases essentially n scoring service for the individual crids and

in other cases computations for between -group comparisons; The steps in'

these analyses ai.-e untangled in apperidix III; here I would sinply like

to acknowledge once again my gratitude to Dr. Slater and to S. Jane Tutton,

who cafried the burden of most of the work for these grids.

5, Renortin7 of Results

Several different empirical studies were undertaken in connection

with the present investization. The samples and general procedures

have been described in this chapter; details of specific, instruments and

scoring categories are included in appendices II and III. The chapters

whioh follow are organized around the various aspects of the spectator

role on which these studies can throw further light. Though most of the

chapters are primarily concerned with one or another'of the present series

of investigations, there is no attalpt to report each in turn; rather
!-- --.

the results are introduced LIthe contexts in which they are most relevant.

In all of the discussions, technical details of the analyses are relegated

-as much-as"possible to appendices, tables, and-footnotes; many are

further amplified by supplementary tables in appendix I.

Data from the analysis of children's stories are discussed largely

in chapters four, five, and six; there the concern,is with expectations

about what p story is, how it is and how its form can be put

to us in response to varying ddllabds. Chapter four also discusses
Nr

data concerning the expectations of six and nine, year olds about what a

story is. Other data from the interviews and open-endod questionnaires

are reported in, chapters seven and eight, where the general concern is

101



with the way'in which verbal responses are formulated by different age-,

groups. Chapter nine turns directly to the nature of the construct syStem

brought to bear upon stories, exploring the aeneral charactEristics of

responses to the grids as well as the relationships maw: constructs a

different ages. Chapter ten continues this explOration using the aids

as a source of information about general reactions to the,spectator ro

this is augmented by results from the suppleentary study'. exploratio

of responses to pier spectator-role genres and media. Finally, the

last chapter returns briefly to more general consideration :;, providing

a summary of the point of view adopted rather than of specific finding

To hell untangle the various samples, instr=ents, and discussioiTh

of esults, the last of the suplencntary tables in anpenclix I provid

a brief sumbary of the overall design.

. 1.O.1

o
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CHA PTER

THE MERGENCE OF_A SENSE OF STORY

I. Introduction

Our discussions have given the spectator role an important,-even

central, role in individual and cultural development, but clearly it is

a role defined largely from the perspective of the adult looking back

upon his earlier experience. This chapter will attempt to deepen that

t
perspective by considering the spectator role as it appears.to the child

rather than the adult. We will be asking when spectator role discourse -

1

emerges as a separate part of language experience, how it is marked or

distinguished by the child, and what specific sorts of expectations

and presuppositions he develops about it. The discussion will draw

upon a range of sources, including but not limited to results from the
ww

-_-investigations introduced in the previous chapter. Though the focus will

be,on the 'sense of story' as a typical an4 central example, it is the

spectator role in general which is the real topic of what follows; the

relationships between the specific illustration and the more general

category should become clear in the course of the discussion.

2. Carly` `erns ofuthe Spectator Role

The first question to address is whether or not spectator role

langungP exists at all for the very young child. Is it meaningful to

claim that he uses language to reflect upon, organize, and assimilate his

experience rather than simply as apart of his ongoing transactions with

the world? Nany-traditional tgp:Ories of language development would

certainly_imply that the spectAtor role would be a later acquisition,

that language begins withi(na suppring-social context without which it
), 1,

does not, function, and hat the earliest/functions of language are

interactive, even imitatsive,"and har4r reflective and detached.

Certain devices'which later become part of the repertoire of poetic

form correspond to very primitive, even pre-language functions. Rhythm,
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for example, was discussed in the first chapter as an underlying

physiological phenomenon of crucial importance in organizing ongoing

life-processeks. A close link between these body rhythms and the rhythms

(-)

of language. has often been noted. Vygotsky (1971) for one has attempted

to use'it to explain the pervasiveness of work songs and chants, and to

see in them the ur-forms out of which literary uses of language, detached

from wark, later develop. Chukovsky (1963) and White (1954) have also in

their own separate ways noted the extent to which the young child responds

to rhythm. Both have noted, one with Russian and the other with New Zealand

children, that there is a trancelike fascination with verse that enthrals

a child even with adult'- poetry far above his level of comprehension. A

child apparently expects to enjoy the rhythm itself, rather than to

understand the wor : a four-year-old's fascination with "Ode to a

rGrecian Urn" is on example which White has cited.

Pre -Sleep Monologues

More can be said about the origins of the spectator role, however,

than simply that it eventually incorporates processes present,even in the

infant. Our best approach is through Ruth Weir's discussions of Language

in the Crib (19.62). This study is based upon the pre-sleep monologues

of Weir's son Anthony, recorded as he talked himself to sleep each night

between his twenty-eighth and thirtieth months; roughly,)at two-and-a-

halft These monologues pose a basic challenge to traditional theories of

language development, as George MilLer notes in his introduction to the

book: if language learning depends upon supporting environment responding

to vocalizations, the monologues should never have taken place at all.

They cannot be explained as perseveration, the_ reactivation of traces of

language behavior '.left over' from the child's day-time activities. On

the contrary, they suggest (in Miller's words) "persistent, combinr:torial

play." From our point of view, they arE clearly language in the sr. :tor

role, with no external demands, no audience, no point to make or conclusion

ion
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to reach.

Weir's discussions throw_ light on_many_aspects of the development

of syntactic, morphological, and phonemic structures. For our present

purposes, however, it is the larger units of discourse that are of most

Interest. It is With larger units--sequences ranging from several sentences

to as many as twenty and thirty--that early forms of the spectator role

are most evident. (Weir found that pause length could be used as a stable

and consistent index to segment the monologues into sentence-units; it

is these divisions which are used in the examples which follow.) Although

Anthony alone while the recordings are being made, his monologues

very much take the form of'a social interchange. He repeatedly commands,

asks, chides, and addresses. real and imaginary characters present only

in his imagination; in Langer's (1953) terms,_he creates for himself

a 'virtual' world, a semblance of reality.
1 This appears strikingly in

the inventory of vocabulary, where the most frequent personalized noun

is Bobo, a toy which according to Weir had no special significanc7 for

Anthony other than in its role as audience. It was not particularly

favoured during day-time play, and was not missed when the family left

for vacation without it. In the monologues, however, Bobo emerges -again

and again, in such contexts as "There's the white blanket Bobo," "Look

what Bobo did," and "Bobo night night."

Within this virtual social frame, Anthony develops several different

uses of language in the spectator role. )Large segments of his monologues

are concerned with the form of the language itself. Some of this focusses

on syntagmatic and paradigmatic pattern practice, producing sequences

which Weir likens to exercises in foreign language learning. Thus.the

1Thus Langer (1953): "The poet's_business is to create the
appearance of 'experiences', the semblance of events lived and felt, and
to organize them so they constitute a purely and completely experienced
reality, a piece of virtual life" (p. 212). Langer argues that each of
the arts creates its own special kind of tvirtual',experience.
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following sequences:

Uhat color,
What color blanket
That color mop,
What color glass (p. 109)

There is the-light __
Where is the light
Here is the light- (p. 112)

These explore alternative patterns that are definedby nthony's system

of rules, for language use. The first is more or less direct substitution

exercise, taking the basic. sentence form and exploring the other words

that might occur'within-it. The second works a series of transformations

upon'the basic syntactic pattern.
AP-

'.--

Weir comments that these monologues are freed from the normal

demands of referential language use; instead, Jakobson's -(1960) 'poetic

function' often dbminates. The sounds of language still present Anthony

with great. difficulties--some phonemic contrasts have not been,mastered,

others are unstable. Words are, or can easily become, focal 61 Anthony's

activities; their form and substance quite easily divert him. This

produces sound play that to an adult, used to language functioning,

tacitly and transparently, seems highly sophisticated. One example which

Weir presents in some detail is "Blanket like a lipstick." The phrase

itself represents a complex association between his mother's grooming

habits and a corner of his blanket which he spontaneously identifies as

his "blanket like a lipstick." According to Weir, this becomes a popular

phrase in day-timespeech; it also appears regularly in the monologues.

She argues, however, that in spite of the underlying semantic association,

its function is not primarily referential. She breaks it down into

three units each ,b:ginning with a strong, stress, and diagrams "a

strik'ng pattern of interplay of stops and /1/":

blanket bl' n kt

like a 1

lipstick 1 p s t k (p. 101)

She points out that the order of /1/ and /k/ is,fixed in each segment,

with further play upon the stopped consonants. The first segment also

repeats ,he vowel phoneme /13/, the third segment the vowel phoneme /1/,

108 0



.9' s.

F

,

t

giving even further formal unity to the structure as a whole.

As a single example, one can justi fiably ask if such structure is

not simplYPfortuitous; it gains its strength from Veies ability to

multiply such examplesalmost without end.2 Some of_ thq most interesting

sequences involve an interplay between language-as-sound And language-as-

meaning, a process clearly .evident in the following segment of monologue ;

transliterited from the phonetic transcriptions of the entire corpus which

Weir inclueesas an appendix:

1.. Block
2. ,Yellow block
3. Look at all de yellow block
4. Dis is dot ,

5; What color dot
6. L De left'one

7. Left dot
8. Dats de left dne

9. De next one
10. Twice block
11. Twice block
12. See de: blocks

13. In de ,box
r-

14.- An den put dis one right der
15. eaa
16. Antonys ader block
17. Which one
18. Two,

19. Right one
20. "o left one
21. See
22. Dis one
23. Four (pp. )N-80) ,;;;NA

This seems to begin as a simple enough expansion, held together by the /1/'s

and /k/'s, and by the 1-k frame of look and block. It moves on to

associations between ot WI stopped consonants, but by lines 6'and 7

Anthony seems to be experimenting with the different meanings,ofleft.

Later, similar contrasts between different meanings of right and of one

appear to be fOcal. As with "blanket like a lipstick" the full structure

of this monologue is phonetically very complex, playing upon basic

contrastive elements of English phonemics. The next example is simpler:

kuria and VAnogradova (1959) have provided experimental verification
of the extent to wkich sound-links can dominate sense-links for children,
as vela as+tor men'tally retarded of fatitued subjects.

4



?oo
?oo

?oo
?oo
?oo
Get shampoo
Get shampoo
.Tryin,
Shampoo (10 x)
Shimming.pool,

'Shimmina pool
Shimming pool
'Want some water daddy (p. 170)

1/4

I

This begins as a rela.ively clear attempt to master a word that has been

giving
,

difficulty; Anthony even acknowledgesnowledges that he is "tryin" to get

it right. Eventually he manages, and confirms his achievement with the

ten repetitions of "shampoo." Once confident of that, he seems to move

on to pure play, shifting from "shiMpoo" to "shimming pool" with /sh/,

/m/, /p/, and /oo/ all preserved and in the same order. According to

Weir, this is a word that he does manage correctly in his day-speech,

confirming our sense.that the distortion is serving the formal Pattern

rather than simply an error. But this word ap5arently strikes up semantic

associations that bring Anthonysback to the-world of the present, and the

demand for somethin&Sa,drink.

Finally, we should mention one of the clearest examples of sound-play

with no evident semantic content at all:

Bink
Let Bobo bink
Bink ben bink .

Blup kink3 4p. 105)

What do we want to make of Anthony's monologues in the context of

the origins of the spectator role? They are certainly highly expressive,

in the sense of our model,'with form fluid, topics chaniing easily, and -.

remaining very close to, the self. It would not be pushing it far to claim

that the mile they are playing is much like that we gave to gossip, a

making sense of the world by talking it through in a socia context. Here

3In the

as "kinr," (p.
suggests that

full transcriptions Weir
1:67); her discussion of
"kink" is accurate.

110
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the example earlier, however,
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Anthony plays all roles in the dialogue, butthe social backgrotind is

'evident enough. ,And significantly, as in gossip, the dialogues focus

,..onexperiences which the child is inthe process of assimilating. He, is

fitting the world together, elaborating its implications, exploring its

parts. The subject of these monologues is in one sense language itselT;,

.
Weir calls it 'practice' and assigns many of the sequences to Jakobson's

(1960) 'metalingual' function, but it is just as reasonable to recognize

that at two-and-a-half language itself is one of the cent/jai parts.Of

the child's world. Rather than practice, we would want to call Anthony's

sequences plays and as such the beginning' of discourse 'in the spectator

role. When language as clearlihas4a 'substance' as it does for

Anthony, w4fp its tounds'and contours are still focal,,it is .not

stretching things much to see these experiments with sounds and language- '

patterns as directly analogous to the later experiments with patterns of

events or ideas that we call literature. His attempts are very crude,

of course; much of the delight they give comes largely because we know

_ that a child produced them. Nonetheless they are early examples of

language which has begun to move toward the poetic.

Ordering Experience

On the other hand, Anthony's concern with the substance of language

is not the only 'topic' to be found in his monologues. There are some

which are just as clearly attempting to make sense of the nonlinguistic

world of which he is a.part. Take for example the following sequence:

Daddy
Cobbers crossed the street
Cobbers crossed the street
Cobbers always cross the street
Cobbers always cross thestreet.
Look at Kitty
Come here Kitty
Make it all gone
That's the boy (p. 134)

Weir notes that crossing the street was a forbidden activity for Anthony,

one that had been discuSsed with him at ,several times. Cobbers, the

11 1
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family dog, however, did)not obey this particular injunction, much to the

child's irritation. This problem seems to give the sequence its underlying
I

structure, beginning with a report to "daddy" on the does. misbehavior,

emphasized twice and then generalized

_iimaginary companion praising Anthony

gone, that's the boy",),. (The middle

ol

prompted by a sound association With

('always'), and ending with an

for eating his dinner ("Eake it'all

sequence about "Kitty" seems to'be

'Cobbers' and 'crossed', is well as

the semantic tie dog -cat.) Herethe talking- through or world-ordering

nature of the discourse is evident enough, and it is typical of many parts

of the monologues. One of the longest sequences in the corpus, one

discussed in some detail by Weiz, seems to reflect the archetypal struggle

for possession, witAn a faMily. It is triggered off by "daddy',' entering

the room and then going out again; the discourse returns again and again

to the topic of 'possessionI and who belongs to whom. The sequence is

very long and only part will be quoted here. It begins:

That's' for he
Mamamema pith Daddy
Milk for Daddy
Ok
Daddy dinCe
Daddy dance.
Hi Dadtly

Only Anthony
Daddy dance
Daddy dance
Daddy giV'e-it
Daddy not for Anthony
No

7

This opening Segment sets out the topics that will recur thi40ibllhout the

full sequence. The obvious claim for the father in 'That's for he" (meaning

'met); the conflict in his recognition that the attachment is shared, and

probably not even equally; and the offering of milk, precious dnough to

the child, "for Daddy." "Daddy dance," according to Weir a very rare

phenomenon, seem§ to be.a sound play, though it picks up sJme of the

tonality of a refrain and reappears again near the end of the series,

helping to hold the whole together :`
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Daddy put on a hat
Daddy put on a, -coat

Only Daddy can
I put this in here
See the doggie here
Seethe doggie
I see the doggie
Kitty likes doggie
Lights up here
Daddy dance
Daddy dance
Daddy 'dance
With Bobo
What color's Bobo
.What color's Bobo (pP 13&-39)

Weir in her analysis traces a rondo-like pattern throughout this particular,

discourse; there is a brdad circular movement that brings the discussion
,

.

back'to topics like "Daddy' dance" and "what color."
..

Anthonyls monologues give us a strong basis for claiming, that the

spectatlor role has already emerged by/the age of two-and-a-half. The

.

length of the monologyes, the ease with which they are manages, and, the

obvi 40,delight with which they are carried on makes us suspect that
. :

langu'age used for looking-on rather than participating-in must begin

/

even ear er,, perhaps as early as the infant's first structdred babbling

to himself. There are few demands upon the language in these monologueS,
4 .

however; Athony is alone and has no one,but himself toPlease; The

resulting discourse is very much in the expressive mode, with very little

of what we would call poetic form, aml,littleprogress toward .either pole
1

1.
...4

of the elaborative choice. But because it stems from a context free
.

J

from external demands, the discourse cannot help us much with the problem

of how well the child of this age can, when he needs to impose more form

upon it.

/
3. Formal Cliaracteristics of Stories

The stories which children tell, however, provide a direct approach
, .

to such questions. Though very young children may not be able to tell

us in anr full sense what they expect to find a story, those
.

expectations will be reflected more or'Iess directly in their attempts to

11 00
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.t el stories to us. The first question to be examined'is the extent

to hich you children use:conventional linguistic patterns to mark a

story as in some way different from other modes of language use. Four

rmal characteristics were chosen as obvious conventional markers, and

Gored-foethe stories in the,Pitcher and Prelinger (1963) collection:

1) the use of a title; 2) beginning with a formal opening phrase (e.g.,.

"Once upon a time..."); 3) ending with a formal closing phrase (e.g.,

"the ena" or "...ever after"); ,and 4) the use of a consistent past

. q
tense (excluding dialogue) in recounting the Ytory. All four of'these

are culturally defined markers of language iiCghe spectator role
4

, markers
,

used if anything more consistently in stories for children thanAn adult

literature. The extent to which these markers are present In the,.

stories children tell can,_to a certain extent? be taken to ,indicate

the degree to which stories have begun what is quite a lonr.f3arch from

the child's` initial recognition that a story_is in some way different

from other language uses to his final firmly established recognition of

-
a story as a mode of communication or, in Harding's (1962) words, "an

accepted techniqdezfor discussing the chances of life."

The use of a title or of a formal opening line were mutually

exclusive tiithin the subtample of 120 stories in the main analysis, and

occurred together in less than 2 percent of the entire sample of 360.

They were therefore combined into a single category of 'formai beginning',.

summed Score, ranging from 0 for stories which showed none of the

three'formal markers, to 3 for stories which showed all three, was also

-computed 'for each subject to provide an overall index of development.

:table 5ssummaries the main findings for this set of variables.

,4SaCks (19T2) has made a similar point in the context of arguing
that the y&inger childreh are in fact doing something that can be
called 'telling stories! and not just 'talkirig to'.the investigator.
Either participant orspectator role discourse way be titled, of course,
but fovral'resp6nses titles are likely only for stories.
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Table 5: Use of Formal Elements of Story Form

Percent of:Children-
2

Age 2 Age 3 Age 4 Age 5 Chi-square

Element 1 (n-30) (n=30) (n=30) (df=3)

1. ForMal beginning 30.07. 43.3% 76.7%

.(1=30)

86.7% 26.87**fy

2. Formal ending 0.0 13.3 13.3 46:7 23.82***

3. Consistent past tense 63.3 80.0 93.3 86.7. 9.63*

4. Summed score mean .93 1.37 1.83 2.20 p G.0011

*p<.05, two-tailed
**p<,.01
*11 .005

1Full definitions of all scores are given in appendix II.
2Test: of age differences. There were no significant differences

between the sexes using chi-squares with ages pooled f9r variables 1.to 3. .

3Two-factor analysis of variance, linear age effects,T = 43.49,-

df=1,112; nsd for higher-order age effects, sex, and interactions.

Clearly even the two year olds have begun to mark stories in these

ways: 63 percent of them use a consistent past tense, and 30 percent use

one or another form of formal opening. Seventy percent of the two year

.olds' use at least one of these explicit markers of story-form. From two

to five all three methods of marking a story show a steady rise,*till

by five 87_percent are told in a consistent past tense, 87 percent use

a formal opening, and 47 ,percent have a formal closing., All but 2 stories

(6.7 percent) at age five are marked with at least 1 of these formal

characteristics, and 47 percent are,marked with all 3 of them. All of

these age trends, taken singly or (through the summed score) as a whole,

are highly significant; there are no significant differences on these

variables between the stories told by boys and girls.

The following stories offered by Eliot, the first while he was

tWO and the second at five, illuStrate the extremes"of development 'with

respect to these variables:

The daddy works in the bank. And Mommy coops breakfast. Then we
get up and get dressed. Ind the baby oats breakfast and honey. W914,

go to school and* get dressed like that. I put coat on and -

in the car. And the lion in the cage. The bear went so fast and
he's going to bring the bear back, in the cage.

-Eliot M., 2;11 (p. 31)



Once upon a time there were four cowboys. One was named Wilson,

one was named Ashton, one was called Cheney. They all shot holdups

and killed rattlesnakes and they ate them.
Then a storm came and lightening came but there wasn't a fire. One

day in the woods another storm.came and there were no lightening rods

so the grads burned and their house burneeup except they had a hose.

One day they got'a dog and then in six days a wolf came and the dog

got *rabies. They shot the dog but before the wolf came aloaby dog

came out. One day the dog grew up like his father. They buried the

dog and the wolf.
Then a bear came to their house. Their house was made of brick and

the bear got in the door. And the'cowboYs were bigger than the bear.

They were two' feet. Then they killed the bear. ,

The cowboys lived in the jungle. A whole bunch of gorillas and

lions and tigers came in their house. They were gOing to eat them

up. They had a fight and every singLeone of the 'cowboys killed the
gorillas and they lived happily ever after. ,

,

--Eliot M., 5;1 (p1. 121)

. /

Many sorts of.development have obviously taken place in the little over
/

, ,

(
to years between these two stories, but the point to note for the

4
moment is the progress from no formal marking ap a s ory on any of the .......

3 dimensions studied here, to formal marking on all 3. The first is an v

expressive, almost transactional piece of writing, a report on events

bound. up closely in the world of the The second is clearly marked

as, astorY, a poetic rather than a transactional form.

4. Fact and Fiction

These markers create an 'empty class', a.category of language use

that is marked off as something special before the child really understandd

just what is special about it., The-earliest interpretation seems to be

that a story is something that happened in the past, a history rather

than a fictional construct., The pattern of development within the set

..,of story-markers is consistent with such an interpretation:, the past

tense is the first formal characteristic to develop, followed by the

equally past-oriented 'once upon a time'.. Formal endingS, with their

implicption that a story is complete-in itself, develop m ch later; they

're used by fewer than half .of the children even at five y ars.5

5
.

If 'the end is taken separately,from endings such as'lhappily
ever-afterthe figure is only 30.0 percent at five.
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Dorothy White's (1954) chronicle of her daughter Carol's early

experiences with stories contains ninny incidents which can ,be seen to

reflect a developing awareness of the story as a fictional construct.

At 2;8, Carol treated stories as inviolable, and quickly caught her

mother up if words were changed: "hot buttered toast," for example, was

not allowed to be replaced by "afternoon tea" (p. 24). This aspect of

a sense of story is long lasting; during some, preliminary work related

to the present study we found it even in seven year olds asked how they

might improve a story they had said they disliked. Most of the children

misinterpreted the task'and promptly named a different story that was

already better; Stephen nominated tleeping Beauty as a. story he did

not like:

If you were telling 'Sleeping Beauty', could you change it so that
you would like it?--No.--Why not?--...--Is it alright to make changes
.in stories?--No.--Why not?--...--Do you think you could make it
better?--No.--Thy not?--Because you can't rub out the words.

--Stephen, 6;9 (Applebee, 1973)

In White's transcripts there is no evidence that the question of the

'truth' 9,f'astory arose at all for Carol before the age of four, and

even after that it remained somewhat problematic.

Just after Carol's fourth birthday, she heard a poem which ended,

"But I think/Mice are nice."

"Who thinks?" Carol asked yesterda. "The one who Trrote_the
poem," I answered. She looked at me questioningly but said no
more. (pp. 100-01)

This, sense of th'e poem as having an origin is closely tied to the

question of its reality. Two months later, the issue appears in another

diary entry:

C (appearing suddenly before me in the bathroom): How do you
make things?

D: What things?

C: Babies and poems and things like that? (p. 125)

According to White, this concern was a major preoccupation at this time,

not something that emerged spontaneously With-lrgspect to stories.,,

Accompanying it was an emerging awareness of the story as a representation

11?
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of what it describes. Thussix days after,the last incident:

"What is this book about?" she asked. "Oh, a boy and a girl who

go for a walk in England," I answered. She hunts round the pidtures

and puts her finger on the children, then, doubtfully, "This book's

not real England!" "It's about England, Carol." "Yes but not real

England, just paper England." (p. 127

This concern Is a major step forward, bit there is still a long way to

go. It fg' another 8 months before, there is a diary en y noting that

"Carol is now beginning to ask about 'true' and 'not rue' stories. This

is a new development fit almost five years]. Up. ti 1 now everything has

been accepted, as real" (p, 188). --

Nonsense

The progression toward the separation of act ant fiction is, however,
(

not that simple_and straight-forward. From a very early age, certain kinds

of stories are accepted and enjoyed precise y because they are not real;

instead they invert, the normal order of e ents in a'way that the child -

recognizes and greets with laughter. The Russian children's poet
1-

Chukovsky has discussed this with respect to nonsense verse, which hd

'treats as an Important means of reality-orientation. His point is much

the one that w made in chapter II: to fully know one's reality, to be

master of the w rld one has' built for oneself, one must carry its principle

through to the e.'tremes, to be able to recognize what is complete nonsense

as well as what is complete sense. Such inversions, Chukovsky (19634

argues, are a major technical device in children's verse and inverse

for children. Characters riddeverything but a horse,-sail_in everything

but a boat, live in verything but a house. This sort of reality -

confirmation through nonsense begins very early. Chukovsky noted it in

his own daughter at 23 months, when she mixed dogs and cats, "Oggie--

meow"--at first uncerta6ly and then with great delight (pp. 97-98). Such

recognition of nonsense depends upon a firmly based sense of the real. If

the child feels there is an actual discrepancy between the facts and his

need to order them, he will be disturbed rather than amuged. At three,
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Chukovsky's daughter was moved to tears when she heard that a cloud had

walked acros's the sky, for "How can a cloud possibly walk when it has

no legs?" (p. 104).

Enjoyment of nonsense also appears in White's (1954) records,-

sometimes in contexts where it was never intended. Just past threenand-a-

half Carol began to have trouble with The Good Night Moon by M.W. Brown:

When the text reads
Good night li/ht
And the red IF1loon
Good night bears
And good night chairs.

Carol interrupted, "You don't say good night chairs."
Good night kittens,
Good night mittens.

"You don't qay good night mittens." As I read on saying good night
to all the inanimate objects of the room, Carol began to consider

-this a very good joke indeed, the smiles grew into shrieks of,
laupter. (p. 73)

,

What is happening here is simple enough: Carol has just learned the

distinction between animate and inanimate, arid the story, albeit

unintentionally, produces exactly the sort of sense-in-nonsense, the

"Aren't I sirter than they!" delight which Chuhovsky has described. With

the recognition of nonsense, 'story' has beco6e a more complpx concept

for Carol, one that embraces both history and noanse; but she does-not

yet seem to recognize that fiction rather than fact is one of the-

conventions of the story-mode.

The question of the 'truth' ofstories is an important one in the

developmental course'of the spectator role. As long as stories are seen

as true, or at least (as in nonsense) simply an inversion of the true,

they can only present the child with the world as it is, a world to be

assimilated and reconciled as best he is able. Once the story has emerged

as a fiction, once it has .moved to the special place of stories, it can

begin a new journey toward a'role in the exploration of the world not as

it is but as it might be, a world of alternatives rather than of certainties.
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The Reality of,the World of Stories

The-question of the origin and reality of stories was pursued

further in the interviews with siX and nine year Olds undertaken for the

present study; Qudstions'relpted to this topic were concentrated in the

second interview schedule; they were Scattered at'different points in

the interviewto reduce perseveration and to allow the problem to be

addressed from several, different perspectives. SomeOf the approaches

x.
were quite direct, asking whether stories_ are always about things that'

'really ha.Aoened'; others were less direct, asking, for example, "There

, ,

does Cinderella live?" and pursuing the answer till the child's view

)

of Cinderella's status,(as person, doll, or historical character) begins

to emerge. Therquestions and the results from them are summarized in

table 6.

Table 6: Recognition of Fictional Elements in Stories

Percent of Children Showing
Firm Recognition of Fiction
Age 6 'Age 9 Chi-square

1

Question (n=22) (n=22) (df=1)

Where does Cinderella live?
Could we go for a visit?2 27.3% 13.34**

Is Cinderella a real person?
Was she ever a real person? 59.1' 90.9 4.37*

Are stories always about things
which really happened? 72.7 100.0 4.83**

Have yo$1 ever seen a giant? 59.1 95.5 6.34**

Overall rating at end of
interview.3 50.0 90.9 6.99***

'Test of age differences. There were no signifidant differences
between the sexes using chi-squares with ages pooled.

20f those who-recognize Cinderella is not real, none of the nine
year olds and 53.8 percent of the six year olds say she is a puppet or

dolly; pcz.0008 two-tailed, using Fisher's Exdct Test.
# . 30f those recognizing the fictional element, 18.2 percent of the

six year olds and 95.0 percent of the nine year olds were rated as having
a 'firm' rather than 'wavering' sense of the fictional element; p<.001,
two-tailed, lasing chi-square with.df71.

*p c(.05, one-tailed

**p< .01
***/) <7..005 120
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Stories are astonishingly real even fdt six year olds who havp
. .

,

had d rear in a school environment where they hear stories at least

daily. Heidi K. at 6;0 is very positive in her views:

. .

Where does Cinderella live?--With her two ugly sisters.s--Where is
,that?--I think it's in an old house.--Could we gb for a __visit?
(`;o.) - -"shy not?--...Cause they'll say Cinderella can't cone she'll
have to wash up the plates and all the dishes and wash the floor.--

.
Hmm, do you think we could go visit the- ugly sistersp(Yes.)--We
could?' Where would we go ?.- ..s - -Do you'think it's near or far

away?-:.Far away.

.

She continues, later in the interview:
...- .

, . . .
.

. n

Is. Cinderella a real person?--Yes.--What do you think she's doing . r

right now?--...--What do you think she might bedoing?--Washing, the
floor.--Are stories always about, things that really happened?-- Yes. --
When did the things in 'Little Red Riding Hood' happen ? - -Don't -

know.--When do you think they.happened?-t-September? (It ic-75.tember.)
4.,

e
. -.

Many are less quick to think that they could actually visit the characters
. .

they grant as real, posing; one or another problem thatwould surely

.

intervene. Distance is the,most frequent obstacle, but there are many

others. Thus Sarah L. (5;9), responding to the same questions

Where does Cinderella live?--In castle.--Where is the castle?--
N6ar the river.--Could we go for a visit?--No.-,-Why hot_ ? .-ybu'd
have to walk throulh the river.--If we could get, over the river,

o
would she talk with us?--Yes.

Children's beliefs at this age are complex, however;, they ha °ve riot only

the special ,problems of the story world to disentangle, but also questions-

of rife and death, real and unreal in the world around them. Many of

the children shifted,ground in the course of the interview. Kevin T.

(6;2) begins confidently enough, even if a bit confused about just which°

story we are discussing. He ends confidently too, but with quite a

different point of view:

Where does Cinderellelive?--In the three woofs hoUse.--The three
wolves place?--Yeah. here is that?--I don't know.--Do you think
we could go and visit her if we knew wher5_,it was?--No.--Why
Because it's a lon7 tray away. -- (.Later:} Is.Cinderella a real person?--
No.--What is she ? -' -She's just a little girl.--Is she a real little

Ot1?--No.--What is she?--She's, a dolly.- -

'She's just a dolly? Now what about her house? Do you think her house
is a real house?--No.--Is it something we could go visit?--No...no I
think there ain't such things as Cinderella.--Where did we get the

Nstory about it from, then?--From the bookg.--,Aren't stories always
About things that really happened ? - -No, some of them are.
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"Just a dolly" is one transitional .form that appears -quite frequently in

these interviews; relegating characters to the status of long-dead'but

once-living is another, Joseph L. (6;3) has taken this tack, illustrating

in the process some of the confusion about meanings of 'real' that arose

for some children:

Is Cinderella a '4a1 person?--No.--Waslshe ever a real person ? -- `Tope,

she died.--Did she used to be alive?--Yes. hen did she live?--A long

time aaocwben I was one years old.--Are stories always about things
that teallty.happened?--Yes.--Aen did the things' in 'Little Red Rifling

Hood' happen ? - -A long tine ago when I was a baba they happened. There

was witches and that, a lont, aao. So when the,/ started witch...

they saw two good people and they rade same more good people, so `id
the more horrible neo-,1e. fknd they made more good people and the 'd

people got drowned.--Are there still people like that?'--7ope, they
were all killed, the police got them.

Joseph's answer is inte esting.for its illustration of a process which we

will core upon again and again: the world of story is fully assimilated

into the child's general view of the world, made sense)of on the child's

own terms. Here Noah and the flood have clearly helped to assimilate the

A concept of evil story - characters, while the Biblical story itself has been'

given its concrete, present day avenging angels, in the figure of the police.

Joseph has evidently had a thorough exposure to the Biblical narrative
tr

,they also providehim with a framework for answering some later qbestions

about'giants:

Have you ever seen a giant?--David saw one when he was a little boy.- -
Have you ever seen one?--No.--'Thy do you think you've never seen one?- -
One Was made, only.Devid picked...fired stones up and be fell to the
ground and be was killed and he's in heaven.--Do you think there ever
Used to be giants ?--Yes.--Do you think there are any,now?--lo they
,were all killed by the police.

Responses to the quetiOns on giants paralleled quite closely those

on Cinderella, though they were often tinged with evident apprehension.

Where giants were cdfterned, most children were careful to keep a clear

,dita,nce":

-*

Have you'ever seen d giant?--I've heard of a story 'ad one in it.--
Have you ever seen a giant though yourself?--(Yo.)--T.:h.Ydo you think
you've never seen one?--Cause'I don't like giants. -- ',Here do you
think giants live?--In a'very big house'.-Do you think they'll ever
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come here?--(22.)--Vhy not?--They don't
Dogiants real?--...Are there really

Do You think?--(Shrugs, uncertain.)--Do
see .one someahere?--I'll see one in the

zoo.--In the zoo?--Locked up.
--Sally M.,

know what school to go to. --

such things giants?--...--
you think someday you might
zoo.--See one where?--In the

5;8

Have you ever seen a giant?-:(121:)--You haw?? 'There?--In Ireland.--...
Have you ever seen a giant around here?--(Yes.)=-'.There ? --In the woods.-

Are giants real, are there really such things as giants?-- (Yes.) --

There are? Do you think one is going to come to school ? - -?o, cause
they're too darmerous.--Who's going to stop the:?`- -The headmaster.

--James B.,.5;11

t

Many of the children were familiar with the television series, Land of

the Giants, and they almost inevitably declared that those giants, at

least,were not real. 6 Colin C. (5;11) illustrates the perplexity that

many felt, a sense that some parts, at least, of the story world are

fiction, while other parts just might be true:

Have you ever seen a giant?--No.--Why do you think you've never seen
one?--Because l_ I've seen one on television, but that was a robot one,

and that's a long way from here I know.--Uhere do yOu think giants
live?--South America.,-Are giants real?--(Yes.)--They are? Do you

think one will ever cone here?--But sometims, I think, someone's

.
inside driving it.--Do you think a real giant will ever come here?--
Yab just think that. And I always keen watch in m' bedroon, cause
I think _gl.iosts come in and giants, and skeletons.

Ay nine, these problems have for the most pait disappeared, though they
/I

occasionally surface again with very realistic stories. The difficult.),

which this series of cluestiOns, posed for the nine' year olds was one of

/

: accepting that I retily was asking What? I seemed to be asking. Amanda

is typical,.interpreting m initial request as one about the events of

the story itself:

Where does Cinderella
with her two ual' sis
astonishment)--Why no

live?--(long pause) I know she lives in a house
ers.-TCould we go there?--NO! (with evident
?--Because it isn't true!

-- Amanda C., 10;1

Many others were similarl dismissive. Giants, for example, are just

"something to put in a story" as far as Doreen B. (10;0) is concerned;

and Samuel S. (9;9) knows that one he has seen had "a microscope near it"

6-Though this was truewiththis.particular television series, later
Investigations round no evidence that television stories were in 7ertoril
less real thanother forms as far as these children were concerned. See
below, chppter X. 123

tio
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to "make it big." Even with these older children, however, there are

some surprising reflections of the predominant attitudes'of
4

their younger.

brothers and sisters, especially if they can find a way to explain why

story characters and events are not a part of the world in which they are

living. Thus Bruce B. (9;7) is quite consistent in his responses:

Where does Cinderella live?--In a
palace:--Where is the palace?- -

Don't know.--Do you think we could go vl,sif-her there?--It's just

like a cartoon.--Could we go visit her there?--Well that goes back

in time. You need a time machine or something, could make you go

there, so you couldn't. --(Later:) Have you ever seen a giant?--

ye don't live when the giants was.--Where do you think they live?- -

Caves, up in the north) I mean in these hills.--Were they real?- -

I think so.--Do you think there are any left now ? - -No, died.

Bruce remains very much in the minority at nine, with fewer,than 10 peic

of his peers persisting in such beljefs. But the fact that he is able to
4,_

continue in this way, even if In the minority, is an important reflection,

of the role stories play. They remain very much a presentation of the

world as it is or has been, and have not yet eirierged as a mode to ,;

consider ways in which the world might be.

The Origin of Stories

The child's sense of the origin of stories is closely linked with

the extent to which they are seen as about things that really happened

or are just 'made up'. At six, a story is above all else something that

comes from a book. Many are aware that books come from shops and are

made in factories, but finally, before the book there is another book.

Thus Arthur J. (6;0) has firm expectations about how a factory operates:

Where do stories come from ?--Ah,...in the factory somewhere.--Where

does the factory get the story?--From fts next door factory.--Where

do stories come from first ? --Um, machines.--How do the machines know

what to put in the story ? - -Cause of the printers.--How do they know

what to print?--Because they turn a button, ah, print it.--And how

do they know how to.turn the button?--A man turns the button.--And

where does the man get the story from?--Huh?--Ilhere does the man

get the story that he puts.in the machine?--I don't know.
Mee

Ralbh d. (5;8) illustrates another common response: books come from

libraries, and he will be glad to direct me.

*V"
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Where do stories come,from?--From the library.--Where does the

library get stories from ? - -From the shop-.--Where does the shop get

then from?--A shop.--How does the shcip' get stories?..-Well when you

go to the library ya see, when'you _go to your library, not the one

down there the one that's just over the road there's a library

there at the other school. When you stop you geesome library books.

By nine, most of the children are quite well aware that stories are made

up, the product of men; even if the route is.circuitous we invariably

end up at that point:

Where do stories come from?--Books.--Who makes the books?--Printers,
they print books.--Where do we get the stories from?--People write
them down.--Where do they get the stories from ? - -From their mind.

--Bruce B., 9;7

Where do stories come from?--Books.--Where do books come from?--
FActories.--Where do factories get the stories to put in thebooks?--
From machines. - =How do we get the stories in the first place?--Printed,
they're printed.--How do we know what to print though? Where ddes the
story that we print come from?--A man writes it, and he sends it to
them.--How'does the man who writes it know what to write?--He makes
up the story himself.

--Gilian R., 9;6

:any, of course, come to the point more quickly:

Where do stories come from?--Peoole sake them up,--Where do they get
the stories?--People do things and they probably write them down.
Smetimes they just make them up.

--Amanda C., 10;1

Between six and nine, the proportion of children who eventually

assert that stories are 'made up' rises from 30.8'percent to 95.5 percent,

a large and highly significant jump. There are no significant differ'ences

between boys and girls in their sense of where stories come from.
7

Sources of Scepticism

t

During the preliminary study, wide discrepancies had emerged'in the

extent to which children of the same age thought that stories were 'made

up' rather than 'real'; a few cases, this"seemed directly related to

disillusionment provided by more sceptical older brothers or sisters.

This was posed as an hypothesis for the main study and tested using the,

7Chi-square for age 16.60, df=1, pct.0001, one-tailed. Chi-square

for sex =,0.88, df=1, nsd.
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results from the six year olds in interview two. (Nine year olds were

excluded since almost All of them had already accepted stories as made

up.) ,Frequencies for these comparisons are smaq, but large enough that

we would expect at least to find trends emerging if the hypothesis were

viable. The data are summarized in table 7: they provide no support

at all for the ,hypothesis. None of the differences between the two groups
, A

are significant, and most are not even in the predicted direction.

Table 71 Effect of Older Siblings on Recognition of Fiction

Percent of Six Year Olds
Recognizing the Fiction

in Stories

Fisher'sNo Alder Sibs Older Sibs

Question .(n=8) (n=14) Exact Testi

Where does Cinderella live? 50.0% 25.0% nsd

Is Cinderella real? 62.5 57.1 nsd

Are stories always about things
that really happened?' 87.5 64.3 nsd

Have you ever seen a giant? , 50.0 6413 nsd

Where do stories come from? 50.0 21.4 nsd

Overall rating at end of
interview. 50.0 50.0 --nsd

1Using- Siegel's (1956) tables of critical values, one-tailed.

The variations in the percentages reported earlier,. in table 6,

take us further in understanding the mechanisms underlying the child's

development of a sense of stories as make-believe. Thesuggesit that the

0
six year olds begin to grasp that, in generals stories do not have to be

about real thi efor hey haye accepted that many of the characters

they have come to know well are themselves part of this fictional world.

Most of the children are ambivalent, ready to declare with 5onsiderable

determination that Cinderella is real, for example, and giants 'made up';

others dismiss Cinderella as 'just a puppet/ and stoutly defend a more-

favoured story friend. Edwina S. (6;0) has such a preference: ,

Is Cinderella a real person?--(No.)--She isn't? What is she?- -

Somebody dressed up in Cinderella's clothes.--Is Snow White a real

person?--(Yes.)--She Ls? ;there do you thin!: she lives?--In her
country,--Could we go to visit her?--(No.)--Why not?--Cause she lives
in the country.--Do you think that there might be a way to visit her
sometime?--(Yes.)--What do you think she is doing right now?--
Washing up.
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Such exchanges, and there are many of them, suggest that there is

no sudden realization that a story is just a story', however much that

has become the uniVersal response by nine or ten. Instead, the characWs
,xVt

shift slowly toward that special world of story, areach becomes more

difficult to reconcile with the rest of the child's knowledge of the world.

Edwina S., for example, knows enough about actors and actresses to

realize that the television version she has seen is just about somebody

dressed up in Cinderella's clothes, and that has been enough to tip the

balance of reality. Table 6ts summary statistics do not r ect the extent

to which the six year olds are uncertain in their belief e final rating,

for example, was initially on a four-point scale, with categories for

clear recognition of the fictional element, for reco7,nition but wavering,

for real but wavering, andfor clear acceptance of stories as real. The

two twaveritrt categories account for 72.7 perdent of the responses of the

sax year olds (and only 13.6 percent of those at nine). Evidently

by six, though they will still defend the reality of some of their

stories, doubts have begun to arise for the majority of the children.
8

5. Further Expectations About Stories

What Stories Are About

Part of a child's sense of story involves'the content of stories,'-

what he expects them to be about. This was investigated in the interviews

by asking, "What sort of things usually happen in stories?" and following

it up with questions dealing with appropriate and inappropriate things "to

tell stories about." As a whole, this series produced little in the VAY

Ste can cite other support for the finding that even at six, children
are willing to defend the reality of*Many stories. Piaget (1929, p. 105)
has commented briefly on it in his studies of Swiss children. Freidson (1953),
working with American children, comments that five year olds "do not seem
to use any criterion of reality" in discussing stories. Even-by their
third year in school, "we find most of the children accepting the stories If
not as true events that directly effect them, then certainly not as 'just'
stories.,,..The children seem mostly to be impressed by the likely
impOssibility...that the events they experience in drama are real, and
their reactions are more intense...than those of older children."

127



of consensus; many different things happen in stories, and many different

things were lislited in'response. At both six and nine, the general question

about 'what happqt' elicited a mixture of summary comments like "nice

thirtf.s" or "funny things" and of concrete examples: '"Sometimes about

naughty draculas or naughty men with guns or police" (Joseph L., 6;3), or

"Like RaPunzel is about a witch and he tries to clit0 up the tower to get

the giAll down" (Smuel S., 9;9). A handful of responses from the older
1

children showed an awareness of a story as a formal structuring of

experience:

That sort of things happeit in stories ? -- ',fell there's a middle, I mean

there's a start, a middle,and an end, so it's like, ah, first you

tells you about it then' it gets excitirml then at the end they

live happily ever,after.
--Bruce B., 9;7

.There were nc discernable age trends in the answers produced; the, alder

children were just as 'likely as the younger tarespondwith a list of

specific examples or-a more general story-construct.
9

The questions on appropriate and inappropriate subjects for stories

produced a similar diverte response. Arthur J. (610) suggests we tell

stories about Jack and the Beanstalk; James B. (5;210 says they Can be

about 'Anything you like to tell us." Among the older children, Grant

H. (9;8) reports we tell stories about Padventures"; Bruce B. (9;7) lists

"a hen, a rabbit, a fox, and the three little pi 1, Children at both

sikand nine found it signifiCantlymore difficult to ligt inappropriate

subjects for stories than to list appropriate ones` (table 8). At six

this request led to a good deal of misunderstanding and prompted considerable

ingenuity. Joseph L. (6;3) thought I wanted to know why he so often (lid

not get to hear the story:

9
Chi-square = 0.76, df=1, nsd. The nine year olds were somewhat

more likely:to respond at all, however. They formulated tom sort of
response in all cases, compared with '8q.3 percent of the six year olds;
chi-square = 3.610, deal, p<4.06, two-tailed.

1 -

12i3



-128--
A

Table 8: Expectations About Suitable Subjects for Stories

*

Parce6t of Children Answeriniz

Six - Nine Boys Girls

(n=22) (n=22) (n=22) (n.22)

Suitable subjects only 54.5% 31.8% 45;5% 40.97.

Unsuitable subjects only 0.0 0.0 0.0 0.0

Neither 18.2 0.0 . 4.5 13.6

Both- 27.3 68.2 50.0 45.5'

100.0% 100.0% 100.0% 100.0%

Age contrast in ability to
one - tailed.

Sex contrast in ability to
Suitable vs. unsuitable at

two-tailed.
Suitable vs. unsuitable at

two-tailed.

4,

answer both, chi-square = 5.83, df=1,

answer both, chi-square = 0.00, df=1,
age six, McNemar's test = 10.08, df=1

age nine, McNemar's test ri 5.13, df=1

p<.01,

nsd.

, p<.005,

, p<.025,

That things do we not tell stories about?--If you talk they shut,the

book uo like that (slapping his hands together).--What kinds of

things do we never tell a story about ? - -If you shout and then you're

naughty you have to sit dh the floor. And they won't read you a

'story, if you're standing uol

Beatrice S. (6;1), on the other hand, had a ready enough response: the

stories you do not tell about are the ones "you listen to." Sandra A. (5;11),

somewhat similarly, declared that one does not tell stories about the three

bears: "I haven't got the book of three bears." A few of the children

did have some sense of appropriate and inappropriate topics, however.

'thus Clifford C. (5;10):

What tins don't we usually tell stories about?--About rubbish, we
don't.--hy don't we tell stories about rubbish?--Cause people don't
like - stories like that.

By nine this sense of the inappropriate is mach more firmly developed,

though the question still causes significantly more difficulty than the

parallel one about appropriate subjects. Two broad classes of responses

were evident: we should not tell naughty stories, and we should not tell

dull ones. Samuel S. (9.;9), for example, declared you should not tell

stories about 'rude things'.'And Belgin C. (9;2) has a more specific

example in mind:

129
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What things cion!t we usually tell stories about?--Horrible things.

Why don't we `toll stories about horrible things?--Cause it's not ve

nice.--hat kirifl of horrible, things would you not tell a story about

Ah, you wouldn'i tell stories that, that you've done in the holidays

and your :'um might hit you and that. And'some people might tell some

people, and they might get told off, their. mums.

Responses Which implied that stories should be interesting often picked

inanimate objects as things not to tell stories about. Marissa C. (9;6)

A

would not tell stories about "plants and trees," because "Nothing much

can really happen to them." Bruce B.0;7) similarly would not tell,

stories about "card and clothes," because "they're not,human beings."

The difficulty which. children have in listing things which stories

should not be about is related to the model of growth outlined earlier.

Expectations about stories are patterns of implications built up out of

previous experience: by definition this does not include exposure to

stories 'about things we do not tell stories abod040.

Common Character Types:

They clo include exposure, however, to character types which appear

and reappear in different stories. The range here ts very wide, with

Much of it overlapping the everyday world with which the child is also

familiar: mommy and daddy appear In stories, as well as the Wizard of Oz

and the Three Little Pigs. If our findings are accurate, most of these

story characters become part of the 'real world' which the young child is

coming to master. Those Which .we as adults recognize as purely'story

characters are the,beginning of what we might call the child's
)

'Literary'

or 'cultuil' heritage, though the child does not recognize them as such;

they are reference points which children share with one another and with

the world,of adults. A child who, -plays the part of a story character,

for example, is taking up a role whose possibilities have been defined by

the story he has heard, and both he and the other children will understand,

in an unconscious way, that those possibilities entail. This sort of

assinkilation extends even to linguistic structures which the child would

otherwise find unnatural. White (1954), for example, listened in on
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Carol at 3;8:

Tonight after tea I overheard Carol telling a story...about the

brief, 5unday walk todny. "There's a hospital. Sometimes,a motor

car, came by.arfd sometimes a truck. Sometimes a tram car came by

end sometimes the'people." She wasfollowin the phrasing and my

exact intonation of voice when I hr -' read the passage from The Little

White Gate, ,"Sometimes a hedgehog came by,and sometimes a mouse."'(p, 76)

We should Also expect to find such experience with stories

overflowing from the world of stories-heard to that of. stories-told. To

pursue this, the stories from the Pitcher and Prelinger (1963) collection

were scored for the presence of named story characters or of unnamed

characters of types peculiar or nearly so to the fantasy world (e.g.,

witches, ghosts, cowboys and Indians). In the subsample used for

statistical analysis, such use of stock .characters did not appear at all

in the stories at two, rose to 16.7 percent at three, 13.3 percent at

four, and 33.3 percent at five.
10 In the full set of 360 Stories, Santa

Claus was the most frequently named character, cowboys the most frequent
--

type, followed closely by witches, Indians, giants, and ghosts in declining

order of frequency. The major characteristic of the use of these characters,

however, was the diversity within and between ages; even cowboys were used

in only 17 of the 360 stories; Santa Claus 'in only 8.

The extent to which children develop expectations about story

characters was also explored in the interviews with six and nine year olds.

One set of questions followed up Kuethe's (190> empirical finding that

in our culture dogs tend to be associated witV1 boys and cats with girls,

and further that this adult schema is reflected in the pairings which

I appear in children's stories. If children are building up expectations

about, stories on the ba'is of their prnvious posure to them, they

should expect a boy in a story tojlave a d for a pet, and a girl to

have acat. Further, children's.continued exposure to stories between

°A gain, fullvr definitions of scoring categories are included in

appendix II. Chi- square for age t. 12.69, df=3, two-tailed;

chi-square for sex = 0.25, df.;.1, nsd. The uneven rise between two and

four may be a sampling fluctuation; in the full sample of 360 the dip

is not present. 131
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six and nine should-make this expectation stronger for the older than

for the younger children.

The results from these questions are summarized in the bottom

section of table 9. At six, some 46 percent of the children expect boys

Table 9: Knowledge of Common

Character -

Story Characters

Percent of Children
1

Chi-s4uare2
(df=1)

Age 6

(n=22)

Age 9
(n=22)

1. Lion 27.2% 40.9% 5.83**

2. Wolf 54.5 77.3 1.62

3. Rabbit 13.6 59.1 7.96***

4. Fox 4.5 63.6 14.57***

5. Fairy . 9.1 50.0 '6.99***

6. Witch 22.7 77.3 11.00**

7. Three or more of the above 40.9 86.4 7.96***

8. Boy's pet 45.5 '81.8 4.81**

9. Girl's pet 31.8 77.3 7.43***

1For 1 through 7, the percentages are of children above the median

in knowledge of each role. The data are not comparably scaled and cannot

be used to determine, for example, whether a 'fox' or a 'wolf' has a more

firmly defined role for these subjects. Scores for category 2 are skewed,

and are divided here into those at or above the median.

For category 3, the percents are of children reporting that a boy

in a story usually has a dog (and only a dog) for a-pet; for 9, the

percent reporting that a girl in a story usually has a cat (and only a

cat) for a 'pet.
2Test of_age differences. For 1 to 7 this is a median test; for

8 and 9 the ordinary chi-square. There were no significant differences

between the sexes using -chi-square tests of main effects, df=1, two-tailed.

*p.05, one-tailed
**p <.01

***p<.005

to have dogs for a pet, and 32 percent of them expect girls to have cats;

both proportions rise significantly between six and nine, where they hover

near 80 percent. The trend at six for the boy's pet schema to be more

fully established than the girl's pet schema is interesting, in that it

directly reflects Kuethe's findings
11 the stories he surveyed had boys

11Following up earlier studies of.adult expectations, Kuethe (1966)

studied 60 children's books from his local 1prary: 202 had a male with

an animal, 91 had a female with an animal. '15ecific pairings were 67

gender-specific airings.-
boy-dog, 19 boy- at, 25 girl-dog, and 26 girl-cat. There were no other-

132



-132-

with dogs more than twice as often as'they had girls with cats.

The data also allow some investigation of the relationship between

these story schemata and other aspects of the child's life. Eric M. (6;l),

_a
for example, is less sure than most about, what to 0::pect:

What, kind of pet will a boy in A story usually have?--He'll usually

have a cat or a deg or a bird or a parrot or a rabbit or a baby

onkey.--ihat kind of pet'will ,a girl in a story usually have?--A

hen.--Do you have any pets?--I have a bussy-cat but not a dog bedause

some,...rr y cousin, he bring his dog out and he goes after me. if I

brinq-some toys down to slay with.

Eric, in addition to his fear of dogs, is one of a number of children

whose own pets reverse the cultural pattern, a group which we would predict

to be less likely to recognize these story schemata since thty would begin

direct conflict with an important situation in their own lives. For the

nine year olds the schemata were too firmly established to test this, and

none of the siX year old girls in the sample had a dog for a pet. There

hoWliver, a group of 8 six year old boys who have cats rather than

dogs. Of these, 4 said that boys usually have a cat for a pet, whereas

none of -the other six year old boys expected a boy in a story to have a

cat for a pet. (This differeiKe is significant at the .01 level, one-tailed,

using Fisher's Exact Test.) Of the same 8 boys with cats, 2 said that a

girl in a story is likely to have a dog for a pet, compared with only 1 of

the remaining six year old boys; this is again in the predicted direction

but is not significant.

!These figures are interesting but their interpretation is ambiguous;

the pairings boy-dog and girl-cat are cultural and likely to be met in'

contexts other than stories. Rather than expectations about stories, we

may be measuring what these children expect to find in all situations.

Certainly Eric X. found it necessary to explain to us why he had a cat

rather than a dog. ''pother scries.of questions dealt with expectations

which,, are cirived directly from the story-world, though in this case we

lack Kuethe's supporting preliminary work. This set began with the

declaratlion that, "iihen you hear a story about turtles, turties.in the

story are usually very slow," and went on to ask what lions, wolves, 133
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rabbits, foxes, fairies, and witches in stories are "usually like." )fiie

characters were a blend'of real animals that children would be likely to

have-encountered in stories, as well as, some characters with whom they

would have had contact only through the fantasy world; the six used in

the interview were selected to pi:ovide a range of responses on the basis

of results during the preliminary study (Ap'plebee, 1971). Responses to'

each chafacter-jtype were ranked On 4-point scales ranging from firmly

defined expectations based on culturally appropriate story-roles to

descriptions based in real-life characteristics. For witches and fairies,

who have'no real-life counterparts, this end of the scale was defined,

as descriptions of dress dr appearance Without assignment of role

characteristics. For all 6, a fifth category was used for responses, that

indicated no recognition of the character at all. A total score was also

computed tor each subject, equel to_the number of cnaracters (out of 6)

having firmly defined role expectations.

Results from these questions are summarized in the first section

of table 9 above. Differences between the ages and sexes were tested by

dichotomizing each score at its Median. Clearly there are sharp

differences between the six and nine year olds on the set as a whole, and

for all of the characters except wolves taken separately. At. six, only

41 percent of the children have firm expectations about the roles of even

half of the characters; by nine this has risen to 86 percent of the

children interviewed.

Jon-1,4 at 6;2 is typical of the children who answered with 'realistic'

descriptions rather than with role evaluations:

What is a lion in a story usually like ?--A, big animal, with, ah, bi!",
teeth, ah, its got all fur around it.--What is a wolf in a story
usuall-y like?--It's a bir animal with big sharp teeth, in the woods.

1

What is a rabbit in a story usually like?--It's white,. it has little
teeth, and ah it's got little black feet with fur on it.--.!hatis a
fox in a story usunlly like ? - - \h, a little animal, with, ah, big-ears
and brown fur around it.--Whpt about a fairy ? - -Ah, it's just a. like,
it flies about, like a moth.--hat's a witcli in a story usually like?--
Umx_sometimes it flies around in a brocmstick.--What's she like ? --

' Horrible.
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Pressed about the flitch he moves on,.to reveal a fuller set of expectations,

but certainly these chhracters are not yet identified by the roles they

play withip a story context. Tina J. (5;10) has a much fuller set of

'expectations, though they are very much situation-bound, expressed as

actions rather than in general terms12: '"

What is a lion in a story usually like?--He always there, fort he

always fight Tartan. - -that is a wolf in a story usually like?--A wolf

like to eat biz., big children or little children.T-What about a
rabbit in a story?--He eats carrots and things.- -How about a fox in

a story?--A fox eats.big children or little children, ah, four or five

or six.or seven or two,--':hat's a fairy like in,A story?--A fair's is a

fairy mother... - -:hat does she do in a story? Turtles are usually

very slow in a story, what are fairies like?--Like a white thing,

very pretty.--How about a witch?--A witch very ugly, like he wouldn't,

be able Eo look like the yun yun.

By nine expectations about the roles which the various characters play

have become much firmer. Nancy F.'s (9;10) response is one of the most--

fully developed, and also one of the briefest, in the whole sample:

\What is a lion in a story usually like?--Fierce.--Wbat about a wolf.
'What is a wolf in a story like?--Hungry.--Uhat about a rabbit in a
story?--Fast.--What about a fox in a story?-,Sly.--What about a fairy?--
Kind.-nd a witch?--".licked.

Such culturally defined roles provide these children' with a .set of

shared expectations about characters 'Atom they meet in stories. In many

stories, these expectations will be used directly: witch and fairy, for

example, will be posed against one another as villain and hero. In other

stories, these same "expectations will be used in more subtle ways: the

role of the cowardly lion in The Wizard of Oz, for example, is understandable

only because we share an expectation that lions in stories will be brave.

Stock characters are one'of nany ways in which children and adults

simplify the tasks with which they are confronted. In this case they

ptovide 'types' which can be used as elements or tokens out of which to

construct more complex stories; they, come 'ready-packed' with sets of

expectations about how they will behave. These characters can of course

12The problem of generalization as opposed to role-expectations in
these. responses will be taken up in chapter VII.
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be explored more fully, if that is the task the story-teller wishesfto

undertake; but they do not need to be if a brave lion, a sly fox, or

a wicked witchAill suffice.

Though the data intnble 9 indicate striking age changes in

knowledge of these roles they provide no indication of the relative

development of e. peetations from one role to another. Dp children develop

firm expectations about witches, say, before they do about lions? 'To make

such comparisons it iS necessary to have,a criterion for judging whether

the roles assigned to different thilracters are in any sense. represbntative

of equivalent'degrpes of cultural consensus. Sucha scale was not

available for the present study, but the analysis, vas taken a bit further

by polling 6 adults in a seminar on langua7e for%their judfment of Ehe
ti

'usual, roles' Which each 9f these characters plays in children's,ster4es.

When responses were compared, 5' of the-6 cha:racter-typeq.e elicited
.

I

equivalent 'constructs from at least 5 46E the 5 adults: lions were seen

as brave, rabbits as softand cuddly, foxes as clever, fairies,as good,

and witches as evil. Interestingly, there .was'no consensus among the --

adults about the usual role of a wolf in a story; this was also the
-

only character type which had shown no shift ,betwoen ages si,x and nine.13-

The 5 constructs en'Which the adults agreed were,taken as dent-king role

exOectation'A of mera or less equivalent strength, and the resp8hSes.of.

the children were rescorod as reflecting or not reflecting this adult

expectiitien. Zach was treated as a supererdinate construct subsuming a

class of related answers; a fairy who makes wishes'come true, for example,
- .

yes scored as reflecting the adult .construct lgoodi; a witch turning

people into frogs was treated as nn example of the. adult construct 'wicked'.

In this analysis, results are very different for characterg met only
. -

13
The adultS were asked to list the 'major stereotype' and then elf

minor stereotypes clustered around each character. jn def.lnlng Consensus
these major and miner sots were pooled. Censtructg%i*e olgo pooled under
superordinate category labels rather than requiring;identtal.voCabulary:
'good?, for.examplei included ''goocil, behefici-ent',

13 0

4
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in stories and those who-are-also a pdrt of the real, non-story world. At

six, 31.8 percent of the children expect a fairy to be good, 15.5 percent

a witch to be bad, but none expect a lion to be brave, a 'rabbit to'be

alt.

cuddly, or a fox to be clever,. By nine, there is very little change for

foxes or rabbits (4.5 and 9.1 percent of the children, respectively,

reflecting adult expectations), but lions are reported as brave by 31;8

percent, fairies as good by 86.4 percent, and witches as evil by 100

,40*

percent. Table 104contrasts the results for the animal-roles with those

for the two fantasy c haracters. At both six and nine, children are

Table 10: Reflection of Adult Expectations About the Roles_of Selected

Animal and Fantasy Characters
,

Vumber of Children Showing
Adult Exoectation

For any animal chapacter only
For any fantasy character only
For at least one of each

n
4

For neither

Age 6 Age 9

0

12

1,

9 '

0

15
7

0

Animal vs fantasy characters) 10.08**** 13.07***

Chi-square, Cf=1, for McNemar's test (cf. Siegel, 1956).,

***p.z.005, two-tailed

significantly more likely to have firm role expectationg.about the

fantasy characters. his is not surpriging: a lion in a story and a

lion_in a zoo will build up somewhat conflicting expectations iWthe

v

child, whereas fairies and witches, restricted to 'the domain of fantasy,

are able-to build up a single, clear system of expectations-more easily.

6. Summary

This chapter has prqvided a good introduction to the problem of

investigating the origins and early davelopment'of a child's sense of

story. Anthony Weir's monologues give us reason to expect-tfiat spectator

role 1pnguage begins very early for the child, luitellimiy as part oz
,

o,
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his earliest play with the sounds of language. By two-and-a-half, the

. earliest age at which we have many records, this use of language in the

spectator role clearly includes the shaping of experience as well as of

language: both Anthony in his monologues and the, children In the Pitcher

and Prelinger (1963) collection use their discburse to discuss'events of

importance to them.

elt is also clear that from a very early age these discussions begin

be subsumed within the'qulturallyprovided frame of the story -node;

even the two, year olds use some simple formal markers'irr70 percent of

their stories. By give, they have begun to absorb common story-characters

as well into the stories they tell, and by six, to be able to explain the

expectations which they hiiTe about witches and fairies, lions and wolves.

All of these expectations grow firmer withdge, of course, as the child's

...

experience with stories in particular and the spectator role in general

increases.

' More striking, perhaps, than these indications that the child begins

quite early to make use of the conventions of the spectator role, is the

marked failure to separate spectator-role experience from the rest of

their experience of thewcirld. Whereas the adult, and even the nine year

old, recognizes stories as 'just make believe', children as old as six,

with-a-full year of school, are less' dismissive. Some 73 percent rem4.in

uncertain about whether story characters and events are real; 50 percent

tend to think they.probab y,are. 'Though children apparently recognize

nonsense at quite an early age, this is a simple inversion of the real

rather than something 'made up' in the adult sense. Children preserve

their stories in lands far away and times long ago before they finally

surrender to the scepticism of their peers.

This lack of differentiation between fact and fiction makes the

spectator role a powerful mode for extending the relatively limited

experience of the young child. The storierhe hears help him to acquire
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Amp,

a set of expectations about that the world is like--its vocabulary and

syntax as well as its people and places--without the distracting presSure

of separating he real from the make-believe. , And though eventually he

will learn that sorne,of this World is only fiction, it is specific
4

characters and specific'events which will be rejected; the recurrent

patterns of values, the stable expectations about the roles and relationships

A,
which are part of his culture, will remain. It is these underlying patterns,

not the witches and giants which give thbm their concrete form, which

vane stories an important agent of socialization, one of many modes

through which the young are taught the values and standards of their

1
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CHAPTER V

PMIC FORM

1. Introduction

Spectator role discourse is a mode of language use marked by

a reliance upon what we have called poetic form. In chapter 11 we cast

our discussion of this form in terns orSystems of relationships among,

the constituent parts of a work but the discussion did not go far in

exploring the nature of those relationships. This was more the result

of our state of knowledge than of conscious choice, however; while the

logical structure of transactional discourse has been quite fully

explored, the structure of poetip form has proved relatively intractable.

With the stories children tell, however, control of form is an important

aspect of developmental change; it is also one in which the pri5Ciples

of poetic form are unusually highlighted because of the relative lack

of complexity compared with 'adult discourse. Our investigations will

in fhct suggest two processes--centering and chaining--which are not

only basic to the form of the children's stories but also generalizable

as the major constituents of poetic form.ic. general.

2. Organization and 'Complexity in Children's Stories'

Age Change's '.

The numbr of elements which a person'atteMpts to control in any

. given situation defines the complexity of the task with which he is

confronted. Earlier chapters have suggested that such task complexity,
moo.

or its degrees of freedom, is an important and obvious dimension of

developmental change: we would expect that the elementsahich go into

a story--its defining attributes--would grow more complex with age on

virtually any measure of complexity we choose to use. This was explored

by computing a number of simple measures for the stories in the Pitcher

and Prelinger 0.963) collection: number of words, number of T-units,
,

t

number of charadters, number of incidents, words per T-unit, and the 140
use of dialogue. The T-unit (or minimal terminable unit) is a category

tec

it
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. formulated by Hunt (1965) in his studies of children's language as a

1 more reliable index of maturation than the sentence, which fluctuates-

widely depending upon the criterion used for punctuation. The T-unit is

linguistically defined and, roughly put, involves segmenting the discourse

into the shortest units which can be',1eft standini on their own.

Compound sentences are split into their component ports, for example;

complex sentences are not. T-unit length (i.e., words per T-unit) is

directly related to linguistic complexity: the longei. the T-unit, the

more complex the language is likely to be in transformational terms. The

T.:unit has been widely used since Hurt's initial formulation and has been

quite sensitive to developmental trends, as well as to situationally-

based differences in language use. Rosdn (1969), for example, has

found wide and consistent differences in mean length of T-unit in response

to different sorts of writing tasks by the same fifteen to sixteen year

old students. Different writing tasks, in other words, lead to different

degrees of complexity in language use as defined by T-unit length.

Table 11: Complexity in Children's Stories

Averages
Age 2 Age 3 Age 4 Age 5 F-Statistic l

Measure (n=30) (n=30) (n=30) (n=30) (df=1,112)

1. Number of words 31.0 75.2 110.1 218.9 94.43***
2. Number of T-units 6.0 10.7 . r3.0 28.3 105.85***
3. Words, per T-unit, 5.3 7.3 8.1 7.7 39.64 **
4. Number of characters 2.1 3.9 3.4 5.4 28.45***
5. Number of incidents 3.2 4.2 4.3 7.4 22.36 * *,

Percent of Children Chi-square
2

(df=3)
6. Using dialogue 6.7% 16.7% 30.0% 53.3% *1.8.75***
7. Using complex plot-form' 16.7 40.0 56.6 740 21.16***

1Test of linear age effect from two-factor (age x sex) ANOVA. A
multivariate analysis of variance was carried through for measures 1 to 5.
For age: F(linear) = 42.06***; F(quadratic) = 56,95***; F(cubic) = 4.67***.
All sex and interaction effects, nsd. Degrees of freedom for all multivariate
effects = 5,108. Predicted intervals bettieen the

'aces
were based on

average age in months (cf. table 1, above) to one decimal place.
2Test of age differences; nsd for sex differences, ages pooled.
3Five year olds use more multi-character dialogue instead of two-

character dialogue; chi-square = 3.18, df=1, 1,4(.0, one-tailed.
4Plot-forms aye described in section 3, below.

*P<.05, two-tailed
0

***p<.005
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Table 11 sutmarizes the results on all of these measures of

complexity. ,A multivariate two factor (age'. by sex) analysis of.variance

carried out on the,5 interval'scales showed no interactlion or seX effects,

but a highly significant 'age differenCe; the five contributing scores

also showed highly significant differences between the ages,wher taken

'separately. The use of dialogue also rose steadily and signific-ntly

with age, appearing_in only 7 percent of-the stories-at two but in over

5.0 percent at five. These,findings are not surprising from any dint of

view, and would be consistent with almost any view of developmerital

.processes. They provide, 'however, the introduction to the next question

we, want to ask: how does the child organize the complexity in the stories

he
(tlls?

Causality:

Complexity in most areas of cognition is handled by the i.positio n

of structure, and storiesare np exception. One of the majpr rts of

complexity in a story stems from the number of different thing that may

be going on, the number of separate events or incidents. dOne ay in

which this sort 'etcomplexitY can be reduced is 131! the irirodu tion of
4/.

causality, so that two or more separate incidents becomeia si le set

of 'things that result from' or 'things in response to' !ione ther.

Causality was studied by Ames (1966) in her analysis ofga_coll ction of

children's stories similar to that used here. Her fig es in cate that

the proportion of children whose stories contain any s rt of pression

of causality increases sharply, from 8 out of 30 child en at ?o to

32 out of 40 at five. At the same time, Ames finds a hift award more

explicit formulation of causality, that is, a smaller percent ge of the

older children rely simply capon juxtaposition, prefe ring use such

expressionS as 'because', 'and', or 'if' to bind thei stories together.

There are, however, a number of problems in the way Antes' data are

reported, one being simply that many of the connects wor41 she tabulates

do not in themselves indicate causality. "'And then' for example, Is
142

a very common structure in young children's stories, tut it does not
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necessarily even indicate time sequence, let alone a causal relationship.

One ofrwthe clearest examples of this is in n report by Griffiths (1935),

who collected a sizable set of children's stories' and had.the advantage

of knowing the context in which they had been told. Ike, a five year

old, described an ink-blot for her:

.It's a'shrp sailing, there's mans in it, and they're working, and

then they go and they swim in the water, and thereYs fishes there,

and the fishes eat food, and then yer catch tem, and/then they

swim. (p. 157)
I

In the context of describing the ink-blot, it is quite clear that the

construction 'and' or land then' is a formalism, learned from others and

used, as Griffiths points out, because Ike "merely wishes to tell about

a boat, and fishes, and that they swim, and so on" (p. 157). This kind

of structure is very prevalent in the Pitcher and Prelinger collection.

Its function is probably analogous to that we postulated for the formal

markers of a story: it is a structural feature whose significance will

only later become apparent to the child, nn 'empty class' whose

possibilit,res remain to be,exprOited at a later age.

0

Because of such difficulties in'Amest data; and because her analysis

is concerned with kinds of structure rather don with whether or not the

story as a whole has structure, the stories in the present nnaiysis

were also scored for the degree'to which the incidents were causally

linked. A 4-point scale was used initially* 1) no links at all, 2).some

links either expressed* or,implied; ear but implied links among the

incidents throughout the sto and 4) clear, expressed links among the

incidents throughout the story. The latter two categories were combined

for most of tfie.analysis.1

Results for this measure show 4 consistent increase in structuie.

1Scorer consistency for this variable was not good. The measure is

global one which depends in part on how the reader interprets the
story as n, whole; .many of the stories are ambiguous enough that this

`interpretation changes from reading to reading. In spite of this, the

variation between ages is great enough that clear trends emerge. ( Scorer

,consistency for, the various measures is reported in appendix II.) 143



-143- :

Table 12: Use of Structuring Devices in Children's Stories

Percent of Children
'

Chi-Square'Age 2 Age 3 ,Age 4 Age 5

Structuring Device (n=30) (n=30) (n=30) (n=30) (df=6)

1. Causal links: none 60.0% 33.37. 26.7% 3.3%

some 16.7 46.7 36.7 26.7 33.11***

clear links 23.3 20,0 36.7 70.0
.

2. Cliniax of action: none 63.3 '73.3 63.3 50.0

natural 211:0 16.7 26.7' 6:7 16.23**

thematic 16,7 10.0 10.0 43.3
(df=.3)

3. One constant character 93.3 83.3 86.7 86.7 1.45

4. Similar action repeated 36.7 53.3 43.3 43.3 1.72

5. Single incident '33.3 20.0 6.7 13.3 7.79*

6. Constant setting 70.0 50.0 26.7 30.0 14.70***

7. Thematic center 0.0 3.3 0.0 13.3 nsd3

TeS of age differences. There are no significant differences between
the sexes on the measures tabled here, usip,g chi-square tests with ages Pooled.

2The four and five year olds nre more likely to express these links.
Of those-shoving clear links, '7.7 percent of the younger and 34.4 percent of
the older children express then; chi-square = 2.14, df=1, p..1.07, one-tailed.

3Using Fisher's Exact Test to contrast the two older with the, two
younger age-groups.

' °p <.05, two-tailed

**P<.01
***p<.005

as age increases (table 12): The.majority of the stories at two years

show no causal structure as measured by this index; at three most show

some links but there is no increase in the proportion of fully structured

stories. Thislqiiit45,rise at four and becomes completely dominant by

five. Together with Ames' ( 1966) results, this clearly demonstrates the

tendency of the older children to use causality as,one way to structure

their stories.

Climax

Closely related to the causal links among incidents is the way in

which they lead or do not lead to a climax. One aspect of this is purel

formal, the narking through linguistic structure that we have tdy

looked at in the previous ,..hapter.- Beyohd that, however, t ere is the
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extent to which the events of the story have come to a logical stopping ,

point: has a problem been solved, A moral stated, bedtime come? Or ;is

the story presenting a more or less arbitrary,slice of experience? Sacks

(1972) has treated a closing as part of the set of expectations which

mark the discourse as a story, but the point here is that this formal

feature is also very functional: it ties the story together, segments

it from other experience, and again gives a unity to its complexity. To

investigate this,the stories were coded for a number of recurring types

of endings (summarized in appendix II), which collapsed for analysis into

three major categories: 1) no climax in the action, 2) a natural climax

related to the ending of a concrete, specific series of events (e.g., the

end of a day or coming home for dinner), and 3).a 'thematic' climax in

which the closing incident solves a problem, punishes misdeeds, or rewards

good behavior.

4
Structure in this sense remains a tenuous accomplishment for these

a

children (table 12); 63 percent of the stories have no clear ending at

all. Age changes are erratic in the sample of 120, but this nay at

least in part be a sampling error; in the full set of 360 there is a

steady decrease in .the percent showing no climax, from 66.7 percent at

two to 62.5, 47.5, and 40.0 percent at three, four, and five, respectivel'.

In both samples, however, there is an Overall shift between two and five

from having no climax toward having a thematic one.

Other Unifying Attributes

The list set of scores summarized in table 12 are indices of certain

other attributes which can be used to give n story further structural

unity. Each story was coded as having or, not having 1) at least one

character who is1involved in each of the separate parts of the story;

,2) a recurring pattern of action in the different incidents; 3) a single

incident around which all of the action is organized (this is derivable

from the complexity score for number of incidents but Was in fact scored

145



sA,

(

-145-

separately); 44) a constant setting (credited if there was no evident

change in setting, even
A
if the setting-itself were never specified);

and 5) a,thematic or conceptual center to the story. Of thfse, the second

and fifth need some explanation. Melanie's story at 3;6 illustrates' the

-sort of, unity through recurrent action that category-2 was designed to

reflect:

- A little boy. Something happens--fighting. Then the mother was
staying home. Then the daddy was staying home and they say, "Stop
it." Then they still fight. Then it's all over. Thenthey went
to bed and wake up and more fighting. Then something happens- -
more fighting. (p. 64)

Such fighting was one common repetitive pattern of action in these stories;
,x;

others -included killing, shooting, crying, crashing, eating, and breaking

things. Number 5 in Vhis set of variables, a thematic center, was

designed for those stories that had a point to make or a moral to draw.

Unlike the 'thematic' scores for climax of action, however, to be credited
4

for a thematic center the story as a whole had to have a clear focus.

Tracy's story at 5;8 is one of the nicest examples of this sort of unity.

The problem of thinking too much is evident from. the beginning,nnd

disposed of neatly at the end:

There was a boy named Johnny Hong Kong and finally he grew up and
went to school and after that all he ever did was sit all depend
think.' He hardly even went to the bathroom. And he thought every
day and every thought he thought up his head got bigger and bigger.
One day it got so big he had to go live up in the attic with
trunks and winter clothes. So his mother bought some gold fish
and let them live in his head--he swallowed them- -and every time he
.thought, a fish would eat it up until he was even so he never
thought again, and-he felt much better. (p. 133)

We would make quite different predictions about the developmental

course of these five unifying devices. Thematic center we would firmly

expect to'rise with age; consistent actions, a single incident, and a

J/
constant setting we would- expect to fall, victims of the increasing,_

general complexity which the child can manage. The presence of a

consistent character, however, is caught between-conflicting trends and

we are left with no hasisjor prediction: on the one hand shifting

ti 146
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characters can be seen as another possible dimension of complexity

(with cumulative narrative as a mature model), and on the other, the

more contact with stories a child ha, the more he will come to

recognize that the general cultural pattern is for a story to maintain a ,

central figure.

The results summarized in the last section of table 12 are as

mixed as the predictions. Very few of the stories at any age have a

thematic center, and the trends are not significant even though in the

predicted direction. Setting and incidents behave as predicted, both

falling off with age; the finding with incidents is not an independent

result, of course, from that on the number of incidents already summarized.

ThecontinUation ora similar action throughout the story shows no

significant age trends, remaining a prominent structuring device. at all

ages sampled here. And finally the presence of one character remains in

the majority of stories at all ages, again without:any significant age

differences. There are no significant differences between the sexes on

any of these measures.

_

Another aspect of the child's ability to structure more Complex

stories is the ext t tq which pronouns are given unambiguous referents""

and incidents a clear sequence in time. Since the degree of possible

confusion in referents is directly related to the number of characters, and

the amount of conftsion in time sequence to the number of incidents,

comparisons were stratified into stories above and below the median in

number of characters and number of incidents, resi5ectively. For bah

time sequence and pronoun referents, there is a slight but statistically

/ insignificant tendency for the older 'children to be better able to handle

more complex situations.?

Comparing .the two oldest with the two youngest age groups separately
o9 each strata for complexity using chi-square tests; interactions were
tested by the procedure outlined in.appendix'II, again showing_nsd.
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3. An Approach Tbrouth Theories of Concept Development

4 Studies by Brown '(1958), Vygotsky (1962), Bruner et al (1956, 1966),

and others suggest that while the attributes of an object may Femain more

or less fixed, the way these attributes- are tised to define cate,z)ry

membership or to elaborate a new concept shows clear developmental shifts.

If we treat the plots of stories as concepts having certain possible sets
7

of defining attributes--in particular characters, actions, settings, and

themes--we can use this previous work in concept dqvelopment to formulate

---
quite a different approach to structure than that just presented.

In the present study; Vygotsky's (1962) discussion of concept

development was used in conjunction with a random subsample of 25 stories

not in the main analysis to define a set of typical conceptual structures

for stories. di:ach of thi patterns described b'elow should be thought of

as representing a selection of criterial or defining attributes and a

specification of the relationships among them. Nine-categories were

originally defined and then scored for the full set of Stories; these

wsre-later collapsed to six after the mast-mature and least-mature forms

specified were found to occur very rarely within this sample. The six

used in the analyses will be des,cribed in detail in this chapter; all.
4 .

nine are summarize-d in appendix II.

Heaps.

Vygotsky's stages of concept development were derived fromexpertments

in which children attempted to master the concepts used to label (with

nonsense words) a collection of blocks representinga variety of colours

and shapes. (In this set, the word lam, for example, stood for tall

large figures, bik for flat large figures, and so on.) Vygotsky labelled

C
the first general stage of concept development 'heaps', from the tendency

4

of the child simply to reach out and 'heap' the blocks up when asked to

show the experimenter which blocks went together. As Vygotsky (1962)

describes it, the heap is a method of solving a problem that adults woUld
. .

solve by using a concept, and "reveals a diffuse, undirected extension of

148 6
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the meaning of the sign (artificial word) to inherently unrelated objects
a

linked by chance in the child's perception" 6. 59). In narrative forms,

of course, we have no sign for the categoky (except in some cases the

tit10, but we nonetheless 'have a conceptual 'whole' to organize. Jith

Vygotsky's heap this organization is syncretistic, rooted in the child's

perception and essentially unrekated.to the 'characteristics' of the

material being organized. This situation has a clear parallel in the

stories children tell:

A .girl and 8 boy, and a mother and maybe a daddy. And then a piggy.

And then'a horse. And maybe a cow. And a chair. And food. And a

car. Maybe a painting. Maybe a baby. Maybe a mountain stone,
somebody threw a stone on a bear, and the bear's head broke right

off. A big stone, this big [holds out arms]. And they didn't have

glue either. They had to buy some at the store. You Can't buy

some in the morning. Tomorrow morning they're gonna buy some. Glue.

his head on. And the baby bear will look-at,a book.
--Warren P., 3;7 (pp. 53-54)

The daddy works in the bank. And mommy cooks breakfast. Then we

get up and get dressed. And the baby eats breakfast and honey. Je

go to school and we get dressed like that. I put coat on and I go

in the car. And the lion in the cage. The bear went so fast and
he's going to bring the bear back, in the cage.

. -Eliot M., 2;11 r. (p. 31)

Eliot's organization is virtually that of immediate perception, with

few links from one sentence to another. Warien's,begins equally. .

syncretistically, with an almost free - association list of characters, but

J

it does take on further form in the last few lines. This is important to

note, for it is a general characteristic of this whole analysis: modes of

organization emerge clearly but many of the stories 'slide' from one.to

another rather than representing 'pure' organizational types. The use

of heaps by the various ages is Summarized in table 13 below; fu.11y

half of the heaps in this sample come from the two year olds.

Sequences
4

Vygotsky's second, major phase of concept development is what he calls
.

thinking in complexes. Unlike heaps, complexes show actual bonds between

the objects being grouped together but (unlike true concepts) the bonds

are "concrete and factual rather than abstraAland logical" (p. 61).
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Table 13: Plot Structures in Children's Stories

Number of Stories ,

Age ,2 Age 3 Age 4 Age 5 Totals

Plot Structure (n=30) (n=30) (n=30), (n=30) -(1=120)
Q

1. Heaps 5 3- 0 2 10

2. Sequences 13 6 7 1 27

3. Primitive narratives 7 7 3 0 17

4. Unfocussed chains O'' 2 3 5
.

10-.-

5. Focussed chains 5 11 16 16 48

6. Narratives 0 .1 1 6 8

Chi-square for age (two youngest versus two oldest) = 28.63, df=5, p.c.0001,

two-taileds

Chi - square, for sex = 1.47, f=5, nsd.

Vygotsky breaks complexes down into a number of stages which can be

related to the types of organization present in children's stories. The

first of these is what he calls an associative complex. Its basic form

is a nucleus to which other objects are linked on the basis of concrete

similarities, though the shared attribute may change from one link to

another. With the blocks, for example, if the, first chosen is a small red

triangle, the child may later add a small block, a red block, and a

triangular block, each linked to tne nucleus on the basis of one shared

attribute. Within the set of children's stories, those which most closely

resemble Vygotsky's associ.ational complex are that might be called

sequences. The events in these stories have a superficial sequence in

time, but (like the example from Griffiths (1935) quoted earlier) this

sequence is arbitrary. Event A is said,to happen after Event, B, but
4

there is no discernable causal or motivating link betfivn them. Instead,

the events are linked together on the basis of some shared attribute,

some concrete similarity tp the common center or core of the story. This

,...

center can take a number of different forms: it may ben certain kind
...

of action repeated over and over, a c rtain kind of character (e.g., a
1

,

bad man), or sometimes a 'scene' ors tuation (in Burke's ,(1945)
4.
iens4)

such as 'the events of the ddy'. In a sequence,. the associations beEWeen
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the incidents an0 their center are limited to bonds of similarity

rather than causality or complementarity; thoUgh the story, can grow

longer it Cannot develop in new directions. The struOture remains too'

weak to amplify the core around which the story is, built, to explore or

clarify the situation in any very productive sense. Still, the process

of centering which appears here in this limited form, is a powerful one

that will emerge again as 'part of more sophisticated plot structures.

The following series of stories Illustrate some of the varieties

-

.

that were classified as sequences:

Little boy played.. He cried. He's all right. He went home. He

oFent to bed. When he wakes up you're gonna saygood-night to him.
--Daniel W., 2;10 (pp; 30-31)

A doggie and he say "go out." And then ommy take him in. Then the

next day he went to sleep. All waked up and started to cr. ;111

go to ,Tet dinner. Then we go to Cheshire. And we all sleep all by
Ourselves in the little bed.

--Tricia W., 3;L0 (D. 69)

A fierce poisonous snake, and he ate a monster. .*:nd then he telephoned

on the telephone.. He went to someone'! house and he ate some dog
dirty. He went in someone's car and ate the seat off. Then he ate
some bushes. Then he went some stairs and ate stair meat.

--Larry 4,;3 (P. 85)

The two major forms underlying these stories seem to be 1 A does X,

A does Y, and A .does Z; and 2) A does N to n, ,Adoes ;' to N, and A
r7'

does X to C. Daniel's and Trici:I's stories represent th first of these

patterns, though Tricia's shifts part way through from doggib! to 'we,'

1

as the constant attribute or Center. Larry's represent the second pattern,

rarer, jn this sample and perhaps deveolopmentally moreTcdvanced; the two

types were not separated in the present analysis, hove er. Sequences

are the dominant form for the stories from the.two yecr olds, **_td continue

in about 20 percent of the stories at three and four table 13).

Primitive Narrative

Vygotsky's second phase of thinking in complexa involves what he

calls 'collections'. Here the structure is based on complementarity rather

than similarity; objects are grouped together to form a set,' as, for

example, the knife, fork, and spoqn form a set of dinner implements.
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Vygotsky notes that

eXtberience; -thoug we can create a superordinate construct (e.g., 'dinner
.

,

i kind of complex is deeply rooted in practical

implements') to de/scribe the resulting complex, the basis for the child

is still concrete, based in their mutual participation in the same
, ..-

I

practical ration, their functional cooperation. VI children's stories,

we can fin a similar structure if we recognize that Vygotsky's functional
I .. ,

r---

unity it also a situational one;- the objects which form a collection are

different aspects of the same scene or situation. (From a.slightly

different perspective, they again have a'common center.). Within the set

of children's storiet'.it is possible to define a set of primitive

narratives whose structure frs similar:to that of Vygotsky's collection

complexes. Each of these narratives has a concrete core or center--an

object or event that has temporarily assumed some importance to the child--

1

which is then developed by collecting around it a set of complementary

attributes. Instead of a bad character leading to :another badocharacter

as happens 'in sequences, with primitive narrative a bad character will

lead to a spanking, one of the complementary, situationally related

implications of being bad in the child's world. The stories that develop

from this type of structure can sometimes be quite 'len-formed; the

4

concrete core serves to give then a 'point' or focus which the 'collection'

around it anglifies and clarifies. The situation by thg end has been in

a real sense better understood. This form of plot structure occurs in

about 20 percent of the stories at two and three, and 10 percent at four.

Though we have no direct evidence to bring to bear at this point, one

would suspect that this is the major way in which children assimilate the

stories they, hear: as a collection of complementary events organized '

around a central' situation or concrete core.

With the stories children tell, this remains a primitive form in

the sense that its center and its amplifications are concrete rather

than conceptual, with the links among then those that have been forged
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by shared situations; the form that results is in one sense fortuitous,

a reading-back by the adult of more than the child put in. Trudy's story

of Sugar Bear illustrates' how well-formed some of the stories can be:

Sugar Bear is so funny and furry.. Sometimes when they go to parties

at night, dresses on him. Shen f look at him, he has his face

so mad. I got him for Christmas, and his face was so mad. And when
My animals are bad, we made a stock, and we put them in a stock.
They run and jump in the house and they shouldn't do it at all, 'cause
the people downstairs don't like it. She plains about that noise.

'I spank the bears. I don't like them to be bad any more.
-'-Trudy B., 3;3 .(pp. 69-70)

Lucetta's and Kenneth's.stories, on the other hand, do not have the same

sort of control; yet still a concrete nucleus is clear in both:

A little girl drawed her mommy. Then the mommy got mad at her and
she cried. She lost her, mommy's cookies. She got mad at her again.
And she drawed her mommy again. And her mommy got mad at her again.
And her daddy got home. That was Judy.

0 --Lucetta D., 3;4

The little boy dropped the ink. It broke. He cried. Hp cried'

some more. His.mbmmy fixed it for him. He went to bed with it. The
bottle didn't fall out and break. It was tied on to a string. He
played with it.

--Kenneth A., 2;10 (p. 32)

Unfocussed Chains

The next type of complex which Vygotsky describes is the chain

,
complex. Here each element shares a clear concrete attribute with the

c, - . V-

next, but t' defining attribute shifts from one element to the next;

this forms a chain in which the head bears very little relation to the

tail. In the experiments with the blocks, for example, the child may

begin with a red triangle, add another triangle which happenb to be green,

and add to that another green block whichhappens to be square. In-the

children's stories, there is a corresponding sot of unfocussed chain

narratives. Here the incidents lead quite directly from one to another,

but the attributes which link them continue to shift--characters pass in

and out of the story, the type of action changes, the setting blurs. The

result is a story which, taking its incidents in pairs; has much of the

structure of a narrative, but which as a whole loses its point and

direction. Thea's (5;0) story is one good example:

153,
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A wildcat. Then a horse came. Then they ,had a'fight. Thenthe

wildcat was dead. Then the horse went off. Then he met another

horse. It was a lady horse. Then they lived with each other. Then

another wildcat came. He was the father of the wildcats. He fired

up the father horse and he was dead. Then the mother wildcat came

and the father wildcat took the horse home with him. Then they

eated him up. The mother was crying. Then she found another father.

Then she washed the clothes. Then a donkey came along.' Then the

mother was afraid to go there where her washing. was done. The

donkey married the horse.
--Thee M., 5;0 (pp. 148-49)

- The amount of material managed in a story such as this can be quite

Large, but its lack of a center or 'point' putsit_inla transitional

category on the way toward what Vygotsky has called a 'pseudoconcept'.

Unfocussed chains'are relatively rare in this sample, rising to about

16 percent of the stories at five, but they are important as the first

example of the use of chaining as an underlying structural device.

Focussed Chains

A pseudoconcept in Vygotsky's analysis produces a result which

resembles an adult concept but which remains perceptually rather than

conceptually based. With the blocks,-yellow triangles may be grouped

together by the child not because of an abstract notion of 'yello

triangle', but because of the concrete perceptual associations among the

members of the set. Vygotsky's blocks 'cio not allow much amplifiation

of this pseudoconcept, but in the children's stories there is a clear

stage in which the earlier chaining and centering are joined. In its

most typical form, the center is a 'main character' who goes through a

chain of events linked one to another just as in the unfocussed chain.

This produces a focussed chain narrative of the "continuing adventures

of..." type. (It,is quite common in adult genres (e.g., radio serials

and many adventure stories) as well as in children's stories.) These

remain pseudoconcepts rather than 'true' concepts, however, in that their

center is rooted in the concrete. Kip's tale of Davy Crockett is typical

of the Sort ()I': story that results:
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Davy Crockett he was walking in the woods, then he swimmed in the
water to get to the other side. Then there was a boat that picked

him up. Then he ;got to the other side. He went into the woods. ,

He was in the place where Indians made. The Indians came and got

him. Then pretty soon he got loose. The Indians let him roose.

--Kip P., 4;9 (p. 83)

This sort of narrative structure, is the most frequent type among the

older children, accounting for overn half of the stories at five.

Narratives

.The last set of plots which we can trace in the children's stories

seem to correspond to what Vygotsky has in mind then he talks of true

concepts: the core which holds everything together has moved from

concrete, perceptual-bonds to abstract, conceptual ones. With stories,

this is the stage at which they begin to have a point or moral which is

designed rather than fortuitous. whereas the primitive narrative expands

upon a situation, these true narratives expand upon an idea. And

whereas the focussed chain has a character who remains at'the center of

the various chained incidents, these also have a goal or direction that

also remains constant. Tracy's story of Johnny Hong Kong, quoted above,

is a good example, ore of the test in this whole collection. Combined

Stith it in scoring for this category were a number of storie.S'Uhidh have

progressed beyond the focussed adventure chain in that they maintain a

consistent direction to their action, a direction which often but not

necessarily climaxes at the end, but whose focus is arguably still

concrete or Situational. Thus Kirk's story beloi-ris focussed around

I

the 'silly dog! who runs away, gets in-trouble, and learns his lesson: -

Once there was a doggy and a little boy. This doggy was pretty
silly. He ran away from the little boy and went farther and farther
away. The little boy caught the doggy. He reached out and caught
the little doggy with his hinds. He put the doggy.down. The doggy..
ran away again. He came near a railroad track. He stepped on it
and the train ran over him. 3ut he was still, alive. This was a
big white bull dog and he wanted to go back to hiS home. When the
little boy went back home he found thedoggy. He was happy. His
doggy was still alive.

- -Kirk U., 4;10 (1). '83)

t
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About a cat and a mouse. Once upon a time there wa a mouse who

liv64 in a house and a cat came and' he lived in the foods next to

the house. The cat tried to eat the,mouse but he co ldn't because

the rouse was in the tree and the mouse came out but the' cat was

ing to go in and eat the mouse but he bumped into he tree that

the ouse been hiding in. Then the mouse got out of 'he tree and

ran in o the house. The mouse been safed because the eople locked

the door othat the mouse was safe from the cat ever fter.

--Kent W., 4;11 (p. 32)

concrete, pseudoconceptual level of the adventure narrative, though with

-

a somewhat older group of children it might also be right to tempt

to-untangle stories such as this from others in Which the cent 1theme

is itself more abstract. In any event, as scored here the frequ ncy 'of

these stories increased sharply with age, from none at age two to 20

'Dercent of.. the sample at age five--still of course only a small 2e. entage,
ti

but one that represents a major shift in the bode of organiintion.

Other Attributes ofthe Plot Structures

As another way tq describe the differences among,the various plot

,

structures, table 14 summarizes the characteristics of each on a number

of °tiller measures. It should%be remembered that these measures are not

independent, since some of the attributes in the left-hand column of

the table were used to help define the various plot structures listed

across the top. Second, the chi-squares for the use of a climax and of

, links among. incidents are only indications of general directions, since

the frequencies in some cells are very low. The take nonetheless

suggests that the two-analyses, one analytic and the other'relatiVely

'
global, .are--ps one would hopegetting-at reiated point s

The analysis summarized at the bottom of table 14 is of more

direct interest to our initial argument that in analysing the conceptual
MID

organization.Of these stories, we would be looking at ways in which the

children manage complexity. So far we have demonstrated only that the

structurally more mature forms, using Vygotsky'S (1962) findings about

developmental sequence, apl more prevalent at the older ages and,

simultaneously,, that the stories told by oldersuejects are note comple

15C
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de.have not shown that the relationship between the two developments

is more than a fortuitous by-product of a autual relationship with age.

To explore this further, a multiveriate analysis of covariance as

carried out on differences, in complexity among the major plot forms,

after controlling for age. This analysis asks in effect if age aJone
.

is enough to explain the changes in the other variables, or if plot-

structure as well as age affects the complexity of the stories. The

five interval scales measuring complexity (measures 10 through 14 in

table 14) were used in this analysis. The overall test of differences

in complexity yielded two significant dimensions of difference; the

first and largest of these is due largely to differences in the number

of characters; the second is a general effect to which all measures

except number of incidents contribute. Univariate effects were

significant fornumber of words and number of characters, and nearly so

for number of T-units. In an analysis of variance without adjusting

for the effect of age, all of these measures show highly significant

differences between the plot structures.)

What these resultSisuggesL is that there 'are real differences in

the complexity of the stories resulting from the different methods of

structurne plots, differences which remain even after allowing for

the fact that certain ,plot-stryctures are used mostly by the older

children in this sample. :This is a much more interesting finding than

that of age changes in complexity and in plot structure separately

considered.

Scoring Difficulties

'some. of the difficulties in scoring these categories should be

noted here.,, Many of the, stories do not fit neatly into one or another

category, but show different underlying patterns in different sections.
6

Judgments were made.g1obally, on the basis of t predominant mode of_

organization in each. Though rater consistency was reasonably htgb (cf.

Appendix II), it could have been improved by providing an additional

1 I)



-158-

category for unclassifiable stories, or by allowinL;:transitional

categorizations for stories which show- clear shifts. It is also possible

that, retrospectively, the category definitions could be sharpened further,

in particular by specifying more precisely the nature of the definihg

attributes for each organizational structure. Primitive narrative, for

example, might be limited to stories in which character and setting are

both held constant, as table 14 suggests they were for the majority but

1

not the totality of stories in the present analysis. A multiple

1

discriminant function analysis undet=taken to further explore the categories

1

in the present study shows that the worst overlap occurs between sequences

I

and focussed chains, and between focussed chains and primitive narrative;

these statistical results correspond to the general impressions of the

1 raters in scoring the Stories.3 Any further analyses along the lines

of this series should attempt to formulate the defining differences -

I

. .

between these pairs more precisely.

I

It

Plot Structure and Task Corolexity

This succession of modes. of organizing plot forms bears a complex

relationship to the overall complexity of the comprehension task faclng

the child. Looking only at the plot-forms themselves, each stage is more

complex than the previous one, and is correspondingly more difficult to

master. (Hence the fact that they are not all immediately available to

the two year old.) The heap, like all forms of syncretistic thqui3ht,

creates the least complex task: the child has nollnks among the parts

of his story to control at all, taking each singly as it comes to attention

within his visual or perceptual field. The sequence is more complex in

3The discriminant function analysis used the 14 variables in table

14. Of the 120 stories, 68.3 percent were correctly classified on the
basis of posterior probabilities for group membership. All possible pairs
of groups were significantly different from one another. The overall F

for discrimination among the 6 groups with the 14 variables was also
highly significant (F = 4.56, df=70, 424.94, 1)4(.001). The analysis was
carried out using program 07 in the 13::D series,

1'60
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that now the child does keep a contant core or center-to which other.

,

elements are linked on the basis of similarity. This added structural

complexity, however, simultaneously simplifies thn task of organizing the

various elements of the story,- by providing a model or set of expectations

about the form that each segment'of the story must take. In Larry W.'s

story quoted above, for example, everything that comes-in is going to

be eaten, and that is all there is to it! -Moving next to the primitive

narrative, the child now has to cope with the problem of complementarity

rather than similarity, but in so doing he again simplifies the overall

problem of controlling the e4ments. For in this version (and for the

first ime), there is a sense in whiclithe parts which belong to the story

are,entalled within the initial situation. Uhereas Larry :L's story

structure giyes him no basis for predicting what will be eaten, Trudy B.'s

comments about Sugar Bear are all based in eXpectations, systems of

implications of orevious_experience, centering" around the bear; she

I

would have a much better chance of reconstructing the story if asked to

tell it again than would be possible with the less-structured plot-forms.

The move from primitive narrative built around centering .to chain

narrative seems to be one of a greater order of magnitude than the previous

shifts: rather than a single attribute parallel (in the sequences) or

coppldmentary (ill the primitive narratives) linking each new element to

the organizing core, in the chain the child becomes aware of the multitude

of attributes, which define each element which he brings into the story.

This breaks the syncretistic tendency to focus on a single attribute -ana

lift it out of context, and replaces it with a fuller awareness of the

possibilities in a given situation. This added structural complexity,

however, once again helps to simplify the task of bringIng ever-larger

',g'
,,,- ____

numbers of elements into the story: the amoun5-of amplification that

can take place around any one center is Obviously limited in a way that

amplification around the new sets of attributes brought in with each
_ -

161
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new element is not. The. chain maintains the advantageofthe primitive

narrative in allowing events to evolve out of one another, on the basis-

of expectations or implications arising from the attribute focussed_upon;

by allowing -the central set of attributes to shift it simultaneously

broadens (almost indefinitely) the_possdble scope."

The unfocusSed chain narrative presents the child with a neW problem,

4
.

analogous to that faced earlier'with the sequence: because the structure

a_focus. or center, there is really no control over which attribute

71k.

will be elaborated; this means that, in Piaget's sense, the processes

involved ace not reversible. The next stage, the focussed or adventure
.

chain, .improves upon that by giving one of the attributqs, usually a

character, a central role; by holding this constant, the story begins to

be 'fixed' again, to be nearly reconstructable. Finally when the story

moves to the last stagedealt with here, the true narrative, it has in

a sense become reversible: the .ending is entailed in the beginning and,

conversely, the beginning is entailed in the end. bt,this stage the

=

elements are linked by both centering and chaining and are thus more EU:11y

controZled. Both teller and listener are likely to know more about what

comes next than with any of the earlier forms.

4. Further-Develooment of Poetic Form

The simple sorts of narratives which represent the most mature forms
--

_
in this collection Of---stcgjgscttriot the final stage of development in

literary structure, but the patterns which are traced here are arguably

the ones out of which even more complex structures will, be built. The

--two basic mechanisms are 'chaining' and 'centering', both of which can

4.
Here of course we are ,beyond the presendSta-base and at a point-

where experimental confirmation of these claims is,needed. They have the

advantage of being directly testable, however, in that Vle sorts of plot
structure which should improve the reader's ability to recreate (or
remember) a story have been specified in some detail.
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'1110
be thought of in terms of the attributes linking one element in a

discourse to another. With chaining, elements are joined he asis

_Qf an attribute which links them either in si

one to another, in th stories the

time sequence and causality t in

omolementarity
-

utes usually involved
,,,,----

er spectator-role-forms we might

,expect to find other rts of ains--of images, say, or ideas or even

sounds. Cente g, on theother 'hand, involves holding one or more of

the a ibutes ,.acter,.theme, setting) constant throughout the

discourse; ,thi's gives unity or focus, insuring that there willbe an

overall rm as well as links between the elements taken in palest.

Once a narrative has the sort of structure which we have called

'true narrative', it has reached a point where it can itself become an

element to be bound, by chaining on centering, within a structure that

is more complex still. It can become an episode or incident, in other

words, within a larger whole. This process is already evident in a few

J

of the stories in this collection. Consider, for example, Frances 3.'s (5;0)

contribution:

Once upon a time there is a rabbit up a tree. And a boy got a

fishing net. "May I stay for diDnar-_-for---a::-few nights because I have

no place to live? When I'm going to Ceorgeliashington."
He put the fishing,rletack in the rabbit's hole when he had dinner.

There was abervalfling over to his house.; he was sad. Here cones

the rabbi-eto,l-et the poor sad boy down the ladder into his house;

"And alter visit you I am going back to my house in Z!ew York," the

this.

the woods one girl was walking; she was very happy. She wanted,

place to live. Her mother and her baby had died so she wanted a

place to live. So she and her daddy packed up her things. They went

to live with the boy and the rabbit and they were happy.all together

in the old little house.
And they all turned to be rabbits because they didn't eat regular

food; they ate carrots and the Imother rabbit read stories to them all.
And the mother rabbit let the girl and daddy 'down the ladder; the

suitcase was heavy. The mother rabbit showed them a room and said

they could stay forever. (pp.. 138-39)
,

The structure here is quite simple, but it has begun to break up into two

separate incidents each with its on individual focus (one on the boy with

no place to go, the_other on the girl whose mother has died), and an

erall 'center' in the problem of loss and separation. In adult literature,

. 163 C
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the way in which these processes are combined defines the amount of poetic

form with which, we are willing to credit a work. A diary or memoir, for

example, which we have placed near the expressive in chapter II, usually

tahes its structure from simple sequence; here the narrator is the

attribute Which remains constant throughout, but beyond this there,is

little overall)Linity. The relationship from one episode to another tends

to be a matter of time sequence, even though some of the episodes may be

long lasting rind highly structured in themselves. In an adventure story-

James Bond, say--there is somewhat more form, with the-character still

being held constant but the incidents also being closely chained together,

each motivating the next. The extent to which there is any further

centering in such stories varies greatly; in a Sherlock Holmes adventure

there is a strong forward movement, progress toward the goal of 'solving

the mystery'; in a James Bond book there is much less of this, so that

incidents deleted or rearranged do not much effect the overall unity of
-

(

the story.

Finally when we move to fully poetic forms, both chaining and

centering
\

become all-pervasive. In a play such as ?:ins: Lear, fon example,

it matters little whether the clement we choose for analysis is the word,

the line, the incident, the scene, the act, the character, or the image

(or 'symbol'); at each level such elements are bound in complex relation-

ships one to another, and have an overall center or point as well.

Cordelia's characterlieerelMaple, emerges. for us out of her separate

actions throughout the play; these actions have one 'center' which involves

the type of character she is. At the same time, this 'type' is itself

part of a complementary set of possible types represented by Cordelia,

and her sisters. It is precisely because the full set of centerings and

chaininss in a fully dtveloped poetic form are so complex that the task-

of the literary critic is so difficult,' the rewards of the reader so rich.

And it is also because these relationships are so complex, with each

164
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element simultaneously part of so many different=ehains and centers

organized .at so many different levels in the structural hierarchy, that

the 'full response' to a poetic form cannot be a transactional, analytic

one but must be the complex, assimilative, personal or that comes only

in the spectator role,

Sumrry

AnalvsIs of the stores told by children has carried us a considerable

1k

way toward understanding tic `Om, both in its delcelopmental and Its

later , more sophisticated stages. From the perspective that has emerged

here, there is an interplay between form and content in which, increasingly

complex material is mastered through the expedient of organiaing it more

thoroughly; put another way,,as the degrees of freedom in the situation

increase, the -mount of poetic form needed to control them increases Coo.

By approaching the plots of the children's stories as conceptual structures

or modes of organization, it has been possible to recognize a series of

stages parallel to those which Vygotsky (1962) has found for concept

development in general. From llast to most'complex the six major stages

of narrative form found here arL heaps, sequences, primitive narratives,

c
unfocussed chains, focussed chains, and true narratives. Each in turn

represents a progressively more complex combination of two basic structurin\g

principles, centering and chaining. By recognizing that these can .apply

recursively to ever-larger units of discourse, they-can be seen to underlie

adult uses of language in the'poetic mode'as well as the chillien's uses

from which they were derived.

165
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CHAPTER VI

FANTASY AND DISTANCING IN CHILDREN'S ISTORITS

1.' Introduction

1g poetic form reflects structure or organization imposed upon

experience, the experences which are dealt..iiith also show some interesting

developmental shifts in the amount of fantasy or distancing which they '

embody.' Fantasy as it will be treated here is primarily an aspect of

. .

the content of the work, but like form it is a resource at the disppsal

of the story-teller and can be used or not used as' he sees fit.

Developmental changes in these resources, and irt4he contexts in rich

they are used will"be the topic investigated in this chapter. /

2. The Widening Realm of the Possible

Witches and fairies, Santa Clalus and Cinderella--a child's familiarity

with such characters can be seen 1
1\i

a idening of his view/of the world,

an extension of the boundaries away from the self toward an unknown "01.0000P

horizon. From this point of view, fantasy is not so much the 'fantastical'

as it is part of a continuum that begins in the world of immediate experience,

passes outward toward distant lands, Bnd'outward'again into purely

imaginative realms. Each step along this continpum increases the complt:ity

eY

of the child's world, admitting new elements to it; wetmight expect to

find that these elements are only gradually accepted and mastered.

Carol White, for example, begins with an interest only in things

she already knows; at the age. of two years and three months, her reading

411.

time consists of pointing out, "That's a boy. That's a girl. That's a-

mummy" (Whitet 1954; p. She can approach the unfamiliar only through

\the context of the fami

)

iar, and at two the familiar is still avery

restricted world indeed

1

White recounts Carol's- problems at 2;5 with

stories of 'lions':
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Carol was more than puzzled by the lions. "Clothes-lions" is her

usual pronunciation, and she looked for pegs and washing in the

picture. Kangaroos baffled her too, but gradually, because these

exotic animals were embedded among more tamiliar things, she came

to accept them and give them their names. (p. 11)

There is a very close interaction between Carol's "orld of stories and

that of her life, each set of experiences helping her to understand the

other. With the 'clothes-lion's', Carbl uses her everyday World to try

to Make sense of the book she is reading; a few weeks later there is'a

10
striking illustration of the opposite sort of movement. This occurs

when Carol has her first venture out of the house at night, an experience

which terrifies her until she remembers the dark night in one of her

books; then all is well. The story gives her a pattern of expectations

which allows her to makb sense of the darkness -she finds.

The sort of familiarity which a child demands ih a story is ofte

a social one, a doing of things which the child expects to be done. Thds

Peter aabbit is a manageable story for Carol at 2;8 because "They a

lived together with their mother at the root of a very big fir tree'

(p. 26). Gradually as Carol's knowledge of the world increases, se is

able to understand and enjoy stories set rore distantly from her own

experience. "The unfamiliar is not brushed aside if she has a single

clue about it," White ,comments at 4;2; "She needs some brida way,

however, some foothold" (p. 134).. Or again, some five week later:

The background of the story is foreign and strange, b t the four- ,,,,,--

year-old seems excited by things because they are st ange. In

_contrastAto the two-year-old who is most interested n what is most
familiar, four years responds sto what is less fapil ar. One can
read a story about remote places now to Carol as 1 ng as the pictures
make the reality quite clear. The illustrations ust confirm the

text; the two together, words and pictures, can ake the child far

beyond her immediate experience. (p. 139) .

'Carol, then, has matured greatly in the exte t to which the

,can be about worlds beyond the one in which she is directly immersed.. To

,

explorethe nature of this change in the sco the experience

repre,sented in stories, those in the Pitcher d 'relinger (1963) collection

were scored for fantasy in the 3 related ye stillseparate dimension:,

1 67
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ordinary sorts, of activities. The second of the pair, however, shows

how this very simple pattern is sometimes mpl by extending the
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of character, action, and setting. In each case, the scale xanged from

situations of a type a child would likely have experienced to those

.psychologically very distant. At one end of the scale for characters,

for example, were types representative of the family situation, stories

about mothers and fathers, babies, grandmas, and siblings; at the other

end, purely fictional characters such as Santa Claus, witches, and space

monsters. (Fuller definitions of the 3 scales are ,included in appendix

II.) A summed score was also computed giving a total for each subject

for fantasy in character, action, and setting combined.
1

The results from these analyses indicate that at two, the stories

which children tell remain very close to the world of the child's

immediate experience. Two stories from Bernice, one at 2;9 and the other

at 2;11, are typical; both are set in and near the home, with very

human world to one or another set of animal characters:

The baby cried. The mommy picked it up. The mommy put it back to
bed. The baby looked at the little flowers. She took a string and
fussed with it. She had slippers on. She got sick. The mommy had
to feed her.. She got a Coy horse. An airplane came around the
sky. Her daddy came. She ate her supper. She went to sleep.

--Bernice .; 2;9

Once there was an elephant. The mommy fixed' his breakfast. Then
he played with his toys. Then IN drank his milk. The doggie came_
into his house. And I had to chase him away. The milkman came.
The doggie jumped on the milkman. Then the milkman "sweetied" the
doggie on his back. Then the doggie went away.

--Bernice W., 2;11

14t
.At two, 97 percent of the stories have, like these, settings which are

'realistic' in the sense of being tied to the world the child Would know--

almost always the home and its immediate surround (table 15). Some 77

percent depict actions that are appropriate within this world, and in

1
It isquite common for the stories to show differing levels of

fa asy in these three areas. Thus Crtmer's V between fantasy in character
d action = .404', between fantasy in character and setting =4 .440, and

between fantasy in action And setting = .649. (V ranges from 1.0 when
two variables are identical, to 0.0 when there is no relationship at all.)
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70 percent the actions are carried out by similarly realistic characters.

Ten percent of the children involve themselves directly in the action,

as Bernice does in the second of hers. (This involvement is another

indication of how completely these animal characters have been assimilated

to her world.)

By five, the world explored in stories has shifted away from this

personal center. Only 7 percent remain concerned with actions the,child

--AF--- is-likely to have exparience4 one-third are set in his immediate world;

sand 37 percent involve realistic characters. looking at the figures for

all four ages, a gradual shift from completely realistic to intermediately

distanced and finally toward the pure fantasy categories is evident (table

15). Age changes in all three of these fantasy scores; and for the three

taken as a set, are all highly significant. There is also a significant

tendency for the girls to tell more realistic stories than the boys, a

finding which may result from an interaction between our definition of

fantasy. and different cultural roles for boys and girls: we have defined

fantasy as the exploration of new worlds distant from the home,- but it

is with home and family that the girl is expected to be concerned. Ti

the older girls are exploring this world in a Significantly deeppr, more

venturesome way than their younger counterparts,^ our definitions are not

designed to reflect this. The tendency of the narrator to involVe himself

directly in the story also falls with age, but here the frequencies are

low at all ages/and the overall differences are not significant. (The

erratic pattern for this variable, rising from two to three and.,then

falling,again, is also evident in the full sample of 360 stories.)

The following story by Kent W. (5;2) is typical of-bneortof

highly distanced story told by the five year olds;. thaE,by Erik M. 5;6)

is typical of another sort:

This is about a mosisaur LEype of,dinosaur.that lives in the seaj.
And the mosisaur went swimming one day and he saw a dinosaur and
then he go along andltried to catch the dinosaur and he got so fast
that he bumped into a prehinosaur and,when he bumped Into him they
got into a fight. And then .il.ierehinosaur was almost knooked
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out the dinosaur came and the mosiSaur came and the dinosaur was

on,the mosisaur's side.- The mosisaur won except one prehinosaur

was left and that was the king. Then they had a big fight and

they just began to surrenders
--Kent W., 5;2 (p. 126)

Once there was a car. It was driving by itself. A witch got up

in the back of the car. Then a cat jumped in the window. Then a

bear jumped in. Then the car crashed. Then the witch was killed.

The cat got a doctor. And the doctor said, "Whoo-that's not a

pretty witch, I don't like witches." Then a girl came and kissed the

witch and the witch, her magic wand touched the girl and she fainted,

and they never got her alive again.
And then an elephant came and puked the witch and whizzed her

around with his trunk. And then children took the witch home and

put 189 knives inn -her stomach and she was all dead.

--Erik M., 5;6 (p. 123)

Pitcher and Prelinger (1963), and later Ames (1966) scored the
AV

stories in their collections for two variables which are closely related

to our set of distgncing variables. One of these they called 'space'

or 'expansion', the other 'realism'. Space was very similar to our
0.0

setting variable, except that the earlier measure was defined more

strictly in geographical terms, whereas in the current study the relation-

ship of the family group to the geographic positioning was considered.

Thus for Pitcher and Prelinger's''space', a family transposed to Africa

would fraye scored in 'the same category as a group of explorers in Africa,

while for our 'setting' the second of these would have been rated as

more fully distanced. Conversely, conventional' s4sDry settings, such as

cowboys and Indians (without a center around a famiily group) were here

rated as more fully distanced in 'setting', but are in an intermediate

category on the 'space' variable. 'Realism' was a global rating that,

considered both characters and actions; it represents a cross between

our scores for distancing in actions and for total fantasy, with scale-

, points somewhat differently defined than either. The' major result of

the differences introduced for the present study is is create a more

even distribution of scores: in the earlier studies very few stories at

any age fell into the most fully diitanced category on either of their

scales. Though comparisons'were somewhat attenuated by this constriction
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of range, both Pitcher and yrelinger (1963) and Amis (1966) reached the

same.general conclusion that we have done: there is'a gradual expansion

in the scope of the world dealt with in stories, and a gradual shift

toward more fantasy in the action as a whole. Both studies also found

that bOys tend to venture further afield in their stories, and girls to

repairt:closer to home.

3. Consistency in Choice of Options in Telling Stories

1
The idea that poetic foim'and fantasy or distancing are resources

at the disposal' of the story-teller is worth exploring further. It

relates Aiirectly to the model developed in chapter II, which postulated

that.language in the spectator role-develops through the.addition'of

new possibilities along side of the older expressive forms. 41e can

approach this in two ways with our sample, one making use of the

second story told by the two, three,-and four year olds, the other

looking at the interaction between the 'content' of the story and the

way in which that content is handled.

The approach through the second story is the simplest to present,

and will be dealt with first. The analysis is based on the argument

that if each of the older subjects has more options available to him,

than each child in the older group should be somewhat lesi likely to take

up the same options in telling his pecond story that he did in telling

the first. The within subject variation should be greater foe the older

than for the younger children. (This is a very different argument than

the usual developmental one that an older group will show more between

subject variation becailse of a wider range of achiev,ement and maturation.)

Putsanother way, we are predicting that the 'test-retest' reliability

for scores related to the formal characteristics of stories should be

. -

lower .fort the older children.

Table 16 summariv,es a number of analyses designed to approach this

hypothesis. The top section of the table reports nonparametric analyses

172
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Table 16:' Consistency Between First and Second Stories Told by Two,

Three, and Four Year Olds.

Consistency].

Coefficient

Percent Receiving
Sane Score on Both

Younger' Older2 Younger Older Chi-square
3

Element (n=43) (n=47) (n=43) (n=47) (df=1)

Formal beginning -.208 .111 62.8% 57.5%. 0.09

Formal endini .024 .250 95.3 72.3- 6.98"**

Tense .415 .161 74.4 78.8 0.05

Causal links .202 .114. 37.3 32.0 0.09

Climax of action _.213 .162 60.5 40.4 2.85*

Plot structure .390 .326 44.2 34.0 0.59

Dialogue -.099 .460 81.4 74.5 0.29

'Fantasy: characters .175 .164 59.4 56.4 0.00

Falltasy: actions .400 .173. 69.7 46.8 3.96*

Fantasy: setting .238 .105 76.8 58.7 2.53

Tone. .677 .009' 85.8 54.4 7.59*-A*

Variance Ratios (df=29,29)
21.7e'4 Age 3 .1 rye A

!ge 2 Age 2 Aze 3 .

Number of characters .247 .081 4.94*** 6.02**, <1.00

Number of incidents .351. . .293 1.29. 1.00 1.78.

Number of words .612 .511 12.56*** .96*,. 6.39***

Number of T-units .46'9 .522 3.31*** .02*r 1.64

Words per ;. -unit .495\ .356 2.99*** .79 1.66

Cramer's V for the categofical vari,
table, Pearson's r for the variables in

!Younger = ages 2;0 to 3;5, \o1d
- 'Test of age difference in perce

*p.:.05, one-tailed

'**p < .005

es in the top part of the

,.e bottom part.-
r = ages 3;6 to 4;11.
receiving same score on both stories.

of,categofical measures, the bottom section parametric analyses of

interval scales., Fpr the categorical scores, Cramer's V Is 4 nonparametric

measure of association that ranges from 0 to 1. Under"our hypothesis,

this should be lower for the older than for the younger children, and it

is lower for 9 of the 13 comparisons. The most striking feature of these

coefficients, however, is their generally low values for both ago groups.

A similar pattern is evident for the 5 interval' scales, for which the

usual product-moment correlation. coefficients have bean calculated: '4 of

the 5 are lower for the older children.
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Differences in the extent to which children make use of the options

available to them are difficult to measure, but some attempt has been

made to do this by comparing the percentage having exactly the same score

on both stories in the two age groups. Ten of the 11 comparisons are in

the predicted direction, but only 4 are significant at the .05 level or

better, using one-tailed tests. For the interval scales, the variances

of the change-scores at each age were compared, with the hypothesis that

the variance should be greater for the older subjects than for the

younger. The rationale for this test is that if the older'subjects are

.
selecting among a greater range of viable options, rather than simply

demonstratina error variance about their own typical performance, then

the range of ifferences between subjects should also be greater; some

will pick options quite close to their initial choice, and some will

pick options quite different. If the younger subjects have fewer options

open to each individual, then the 'quite differentloptions will be less

different than in the case of the older age group, and the variation of

the change scores will be correspondingly smaller. The ratios of

variances between any two ages can be used to test the hypothesis; these

are also summarized in table 16. All but 2 are in the predicted direction,

and '8 of the 15 are significant at the .05 level or better'.

Considerable caution is needed in.considering the results, that

have been reported in this section. Though the data have behaved in

general as predicted, they are not of a,sort to allow a precise test of

the hypothesis. On the one hand they take no accountof the correlations

among the many variables, and on the other, there are other plausible

interpretations of the same results. The higher variance of the change

Scores for the older children, fox-example, could be explained as an

artifact caused by a greater discrepancy between their 'typical' performance

and the shorter, less complex story that might result from rushing through

the'task with little interest or motivation. Still the data in table 16
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are suggestive enough to warrant gathering around them such other._

evidence as we can muster.

4. The Interaction of Form and Content

The analyses reported so far tell us nothing about the motivations

for choosing among the various options which children have in telling

stories. Are their choices made at random? or can they be related to the

task at hand? We can approach this issue by recognizing that many of

the resources and options which have been discussed could be used as a

means of achieving 'psychical distance' in Bullough's (1912) classic

sense. Formal story markers (openings, closings, and past_tense) help

to set the story-mode up as something different than, and thus apart from,

the main business of,life; the use of fantasy carries it away from the

world of immediate experience; a light tone marks the story as a joke

or 'nonsense';_ and omitting the self takes the story further from the

world of immediate concerns. Bullough in his discussion focussed upon

the phenomenon of distancing as a means by which the reader or writer

could reduce the threat posed by the material; to take up a problem at

a suitable 'distance' from one's Own life is to lesson one's direct

involvement in and commitment to the outcome. This-provides us with a

way to formulate our questions about the use of stories mole precisely:

we will ask whether (and predict that) children use the resources of

story-form to more fully distance threatening themes and problems.

Defining the Degree of_ Threat

Defining the degree of threat in stories such as these is itself

difficult. We know nothing about the individual children, and nothing

relevant about the immediate context in which the stories were told. Two

quite different theoretical frames;-of-reference were used here; one

attempted to measure the 'strength of theme', the other the 'social

acceptability' of the actions depicted. The first these sought to
r

assess the importance of the subject matter to the child. The basic ,
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distinction sought was between .stories treating matters of real concert

and those in.Which there is less inherent thrdat. The strongest themes

were cons.idered to be those dealing with taboo subjects: toilet training,

attacks on parents, the death of a child,or a family member, abandonment,

and:birth,myths were the sort of subjects classified here. Larry

story (cited earlier) in which his character 'ate some dog dirty' is

-agood example; 'so is Olive's:

A little fishie what "got killed, His daddy came running. His

daddy spanked him. He was crying. Then he went in the bed. Then .

him banged the daddy.' Then she said, "Get out you Daddy," because

he spanked the little baby. He was so sad. Then he got some soda

out of the kitchen. Then he drinked it all up.
--Olive B., 3;2

Stories which seem to simply accept the conventions and expectations of

he world as the child has come to know it were classified as having

weak themes. Included here Were tales of over-indulgence, spanking

and chastisement in the world of toys and stuffed animals, Christmas

lists, making friends, and so on.
2

Is'aac and-Tess's stories, in the

following set, illustrate these sorts of themes. Notice, in Tess's

especially, that having what is being called a 'weak theme' does not

mean that the story is a sort of 'dry run'; it is, however, less

threatening, closer to the mode of friendly, quiet conversation than to

that-of defending or challenging the world as it is:

She has her lunch. and her daddy's gonna teach her how to swim and
they ate on the beach. A picnic because it wasn't in,the house.
They ate sandwiches, hamburger, and drank each day outside, because
they vete going swimmincepeach day and they didn't want to waste any

'time. They didn't eat, because they were getting kind of fat, and.
they wanted to get thin again.

--Tess B., 4;2 (p. 110)

Once there was a horse., He galloped. The mommy,
horse, they played. They went home. And then it
they went to sleep. In the morning they got up.

--Isaac S., 3;6 (p.

daddy, and baby
was night. And

48)

4

2
Thematic strength was in fact scored on a five-point scale,

collapsed into 'strong', 'weak', and 'adventure' themes for the main
analyses. The full set of categories is presented in appendix II.
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In categorizing the stories on the basis of thematic strength,

athird category emerged which seems quite different. This includes

stories with much action but no. evident thematic content: cowboys and

Indians, hunting stories, animals fighting. :111 are standard story

formats'in which death and other I lly strong themes occur without

their usual overtones. Kip's Dav'y Crockett story cited earlier is the

archetye of this form; Barry's pirates illustrate it well too:

Once there was a boat; pirates were on it. There was a boat with
bad pirates on it. Then they had an old cannon and they shot the
boat with a bullet and the boat sank'. Then the pirates went to
sleep in their house..

--Barry 11., 3;11 (p. 40)

These were classified as 'adventure' stories and looked at separately.

Their distinguishing characteristic seems to be a lack of -thematic

content rather than the degree to which the theme poses a direct threat

to the child's world. This interpretation is problematic, however, and

will have to be reconsidered after presenting some of the results.

The second approach to measuring the threat in these stories

classified them on the basis of the social acceptability of the actions

depicted. This is concerned with the extent to which the story ventures

beyond the realm of conventionally acceptable behavior, becoming a way

of testing out otherwise proscribed patterns of action. (In scoring, no

attention was paid to the result of the action; it was the status of

the actions - themselves which mattered, not whether they were punished or

rewarded.) Four categories were used: 1) completely acceptable

descriptions of everyday life or of smoothly running fantasy worlds that

do not challenge convention; 2) acceptable behavior, but with characters

hurt or sick through no fault of their own; 3) conventionally sanctioned

modes of violence and disorder acceptable within their usual context

(shooting bad guys, hunting, fighting among cowboys and Indians); and

4) socially unacceptable actions, including deliberate wrong-dolng, lying,

and defiance of. parents. The scores resulting from this analysis are

clearly related to strength of theme but are not identical with it., In
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particular, the conceptually difficult category of 'ad-,ient ure' stories

disappears. The action in these is for the most part characterized as

'conventional violence', but there is some overlap with each of the other

status-of-action categbries as well. Adventtn:e themes increase with

age, from about 7 percent of the sample at two to over one-third at
A

five; they also tend to be told more often by the boys than by the girls

in this sample. Within the action-status categories, there is a parallel

shift in emphasis from stories which explore 'natural disasters' such as

sickness and injury, toward the 'conventional violence' of the adventure

stories. (These data are summarized in more detail in supplementary table

2, appendix I.)

These two variables have a somewhat different theoretical status fpr

us. The measure of thematic strength is most directly related to our

hypothesis that distancing is related to ,the degree of involvement or

threat to the subject; it is also, howeVer, a measure whose validity can

only be asserted and not demonstrated with this data. The exercise is

essentially one in literary criticism, where consensus is possible but

proof in an analytic sense is not. Status of action, on the other hand,

is more objective in that it makes no assertion about the involvement of

the individual story-teller. Its cliassification is against cultural.'

norms, again not objective and explicit, but. which could be validated.

We can set up a criterion of the "Is it proper for X to,do-that" variety

in a way that'we cannot ask, "Vas Y, in telling a story about X doing that,

dealing with a piloblem that was personally important to him?"3 (It is of

course possible to argue froma psychoanalytic perspective that the last

question is meaningless, that all fantasy products result from unconscious

wishes and desires, and thus are necessarily 'personally important' to

the teller; we will have to return to this objection later.)

o

3
Inter-rater reliability was very high for both variables, however;

cf. appendix II.
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Distancing and the Degree of Threat

With these preliminaries, we can plt4nge into the data themselves.

We should not he surprised to find that older and younger children have

somewhat different ways of distancing threatening stories, so the effects

will be presented separately pr the older (ages four and five) and

younger (ages two and three) children, and interactions tested.

If we begin with strength of theme, the contrast of immediate

interest is'between stories with 'weak' and 'strong' themes. If the child

\

is using his control of fantasy and story-form to achieve 'psychical

distancing' of threatening. topics, the, stories with strong themes should

be more thoroughly diStanced. Here we find-only a few significant

relationships (table 17). In particular, children tend to leave

Table 17:- Relationships Between Distancing and Strength of Thecae

Theme:
N for younger:

N for older:

Percent of Stotqes Tests of Xtfects
1

Stront,-

'

Weak Adventure Weak 'vs.

Strong
Interaction
Age by-;
Thehe

29 '-,I-4

20
23

26
8

14 Chi-square.
.(df=1) Z : ,

Realistic characters .

62.1% 60.9% 0.0% 0.04 ,.,'

,

0;19Ages 2;0-3;11
Ages 4;0-5,;11. 55.0 57.7 21.4 0.01

Realistic setting 0

Ages 2;0-3;11 79.3 95.7 12.5
[

1.71
R

0.36,
Ages 4;0-5;11 . 55.0 ' .73.i ,21.4 0.93

Self excluded
Ages 2;0-3;11 93.1 .4 69.6 .100.0 / 3.46* 3.04'
Ages 4;0-5;11 85.0 100.0 92.9 2,07

Light ,pone2

Ages 2;0-3;11 29.6 26.1 100.0 ' 0.00 0.30
Ages 4;0-5;11 60.0 50.0 100.0 0.14

Consistent past tense
. Ages 2;0-3;11 86.2 52.2 75.0 5.68** 1.60

Ages 4;0-5;11 95.0 92.3 78.6 0.00
\ Formal beginning

Ages 2;0-3;11 34.5 34.8 50.0 0.07 0.29
Ages 4;0-5;11 85.0 80.8 78.6 0.00

Formal closing

0.0 13.0 12.5" 1.97 '1.57Ages 2;0-3;11
- Ages 4;0-5;11 35.0 30.8 21.4 0.00

lOne-tailed for main effects, two-tailed for interactions; on the
method of testing interactions., cf. appendix II.

20mits 2 younger children with'indeterminate tone.

*P-(.05
**p <.01

***p
171)

-



0 -178.

themselves out of threatening stories and to place then:More consistently

in the past (especially at the younger ages); these can be seen as

further aspects, of distancing in character and setting, respectively,

thOugh the, differences in these more general' categories are not significant.

(The proporion of 'realistic' actions for the different types of themes

and acti s is not tested because this category is highly confoundod:
4

\

certai sorts of actions are classified 6y inition as strong theme

or unacceptable actions, and also by clef as fantasy.)

Neither formal openings nor formal closings show any relationship

o the thematic strength of the material,. 'Apparently these reflect

expectations about what a story--any story- -is like, and are not varied

in response to thete.sorts of demands.

Finally, the peculiar status of 'adventure' stories on these

measures shbuldbe noted. iStories with adventure themes are significantly4

more\thoroughty distanced in setting and character than are stories

clasgified as haVing either a weak or a strong theme. (lhere are also,

large differences in tone, but this is En artifact of the definitiong

/i
of 'light' tone and 'adventure' theme.)

For status-of-action, the contrast of most interest is between
/

stories limited to fully acceptable actions, and.all others. Here the

effect of threat
4on the form of the story seems stronger than in the

analysis using gtrehgth .of'theme, bur it again involves for the most part

the same v ables. TheMajor change is t stories with acceptable

actions h ch more.realistic setting\ in both age groups; younger

C,6ildren continue to exclude, themselves fro hreatening stories, and to

set

theldAnbre consistently in the patt,(t ble 18). There is a significant

interaction between the age groups, whichs ems to be a

cha

I
rFor the.olderch ldren, chi-square for characters 2.. 3.98, p4(.05;.

-square for ettirig... 6.44, p<:01: For the younger,,(c - square foracters
. 2, 24(.004; chi-squarefor setting 1701;1 p<:.001.

tests t7io tailed, with dEvl.
t 0

( 1'80

Wok!
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Table .18: Relationships Between Distancing and Status of Actions Depicted

Percent el Stories Tests of Effects'

Status of action:
0

N for ,younger:

N for older:

Realistic characters
Ages 2;0-3;11
Ages 4;0-5;11

Realistic settinc;
Ages 2;0-3;11
Ages 4;0-5;11

Self excluded '
Ages '2;0-3;11

Ages 40-5;.11
Light tones

Ages 2;0-3;11
Ages 4;0-5;11

%Cons'istent past tense

Ages 2;0-3;11
Ages 4;0.75;11

Formal be7.innirm
Ages 2;0,-3;11
Ages 4;05;11

Formal closinc4
Ages 2;0-3;11
:toes 4;01-5;11

Accept- Sanc- !Zot Ac- Acceptable Interaction

able tioned ceptable vs. others . Age by

18 26 16 Chi-square Action

16 19 25 (dfl) z''

61.1% 50.0% 50.0% 0.26 0.86

43.8 42.1 56.0 0.02

94.4 69.2 68.8 3.23*

81.3 42.1 -;48.0 4.714"

61.1 100.0 82.5 8.99***

100.0 89.5 92.0 0;44

22b2 °48.0 40.0 1.85

'6.3 75.7 64.0 6.30

44.4 84.6 8143' 2.53*

93.8 84.2 -9Z.0 . 0.01

'33.3 30.8 56.0 0.00 . 0.22.

_81.3 78.9 84.0 0.11

11.1 7.7 0.0 0.12 -0.05

37.5 26.3 28;0 0.20

0.16

3.12***

0.59

1One-tailed, for main effects, two-tailed for interactions; on the

,method of testing interactions, cf. appendix II.
. 2'Sanctioned' includes sickness; injury, and conventional violence.
-30mits 2 younger children Kith indeterMinate tone.

*p <.05

0 **p.<.01

'..***1),.5.005

....
hy-product:of a ceiling effect for the older, children: their stories are

so consistently set in the past, and so, consistently about characters

Other than themselves, that there Is no room left to furbhertdistance the

more'threatenfng stories in these ways.

\,

' If we stand back from the complexities. of this pair of tables and

look at the trends'that.emarge, we can begin to tie these results in with .

4 t /
,

.

our model of:language use as it was presented in chapter II.' _Pitcher and
.

, 4 '

Pi-elingei( (1963) assert that there are certain phase ,-Specific themes
,

.
that emerge from the psychoanalytic literature in general and'from this

i 11
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collection of stories in particular--themes which represent especially

important developmental issues, focal points, of concern during the years

before six. Stories which attempt to come to terms with one or another

of these developmental problems are what in general wehave been calling

stories with 'strong themes'; in a high proportion of the instances,

. .r..

. they are also stories which involve actions which knowingly violate

acceptable serial conventions: someone hits a parent, forgets his toilet

training, or is abandoned unloved by someone he'trusted... In our model

of language use such stories have moved out of the expressive tow rd

one or another pole of the elaborative choice.

A second large group of stories, on the other hand, can be seen

as originating much closer to the expressive, commonsense world; rather

than exploring developmental issues, they relax within the comfortable

confines of a world-which is posing no immediate problem. If the

. developmental themes are relevant, to them at all, they are relevant only

in the sense that the child has already found a way to handle them, and

their content dOes not intrude to disturb the calA of the story world.

This story world is one that works the way the'child's expectations have
(=,

led him to believe ft should work,_and as such those expectations are

:

simply used without the need to affirm or to challe them. These are
A

stories in which the actions of the characters are weld within the confines

of social acceptability; if sickness or injury, appear,\ they come in the

guise of transitional phenomena on the way to better health. These

stories are definitely not 'empty forms', any more than in adult literatui.e

the diaries of Boswell or Pepyr are empty; but, like those diaries,

neither are they responding to strong pressures from either. pole of the
.

elaborative choice

Finally we are left with the adventure stories, which Ty in fact
,

have no thematic content at all. Though they are strongly distanced in
4

terms df the measures used here, this digtancing can be explained as a

4. 82 .
1'
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purely conventional one, a-product of expectations about 'adventure
0.#

stories' rather than of any individual 'use' of these resources toward

05

other ends. The worlds of cops and robbers, cowboys and Indians, pirates,

and war are worlds tFuit exist for the child only in stories; -biIt_they-

are worlds with which the child of five is very familiar. In a sense,

to distance stories by placing them'in these worlds is simply to put

these characters, and actions in the only place the child has ever seen

them. Rather than accepting such stories as expressions of unconscious

wishes and desires, it seems more likely that they are simply explorations

of this special story-world itself. Many may not have even that 'much

content.; they may simply be artifacts of the 'task situation, garbled

repetitions of recent television Kograms used to meet the investigator s'

demand to "Tell me a story."

Other Evidence

- For'the prese*this
/

is conjectural. Stories takeh'in isolation

as these must be offer no external, fully independent marts to assess the

degree of involvement and coming-to-terms which they represent for.0e.

children offering them. This is an area where we clearly need ay,11-'

.
.

designed experimental study.in which the response measures-and the

experimental cohditions can be kept separate from one another. For the

present the evidedce is strongly Suggestive, ifjfar from conclusive, and..

the,results at least congruent with those of other studies. Ames (1966)

tabulated a number of situations which she felt represented ways in which

the child protects himself in telling his stories. As with her data RA

causality (discussed, in the previous chapter), Ames recorded instances

rather than attempting global Measurfs. In her study, harm lo opposite

sex' or'to sib; harm to animal, harm to object, reversal of ill-fortune,

punishmnt of wrong; conditional or almost7happened.violencc,'viplence -%
, .

.*.:,. 4
that does not actually happen, and harm to a child of the same sex were

4 %
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all scored separately. ,Though age trends were emetic, Ames concluded

that the youngest children protect themselves by having bad things happen
.... ,

,

.

, to their brothers'and sisters or to someone of the opposite sex (24:5-

.

percent at tWo)t_to animals (21 percent), or to objects (10.5 percent).

Reversal of ill-fortune becomes a strong device by three, appearing in

32percent of the stories. All of these devices continue to be used,

. ,
And are joined in the older age groups by punishment of villainy (in 22

percent at four and a half), and by toying with the notion of violence

but not actually allowing it to occur (34 percent at four and a half).

any of these devices for protection of the self; of course, were

considered in the present study as being the sorts of incidents from

.which the child might want to be detached. To be punished for villainy,

for example, leaves open the possibility that it is the child himself

who is the villain.

An experithental study by Boyd and Mandler (1955)takes us much

further. They were working,with older children than we have been

considering; the sample included 96-third-grade American children, with

an average.age of 8;5 and an average IQ of 101. Boyd and Mandler used

four, stories with human characters and four with animals; each of these

sets included two stories with 'good' (socially approved) and two with

'bad' (socially disapproved) behavior. Each child heard two stories, and

after each gtory was shown a picture (either of animal or human characters,

as another design4variable) and asked to write a story of his.oun about

it. .The resulting stories were analyged for a number of aspects of form

and content, with tests.of main effects and interactions due to content

(good vs. bad), stories (animal vs. human), d pictures (animal vs.

human). ..Of the results which are reported, several are of direct interest

to us. "I" appeared more frequently in response to good content (p.<:07,),,
I.-,

-*Z..

punishment In response to bad (p<.01).
,..

Thii_latter: though notdIrectly
1

. .. .

related to distancing in(our analysis, does support.the world- ordering
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nature of stories: the balance of expectation has been Upset by the

stimulus and is being restored to some extent in the response. These

were the only significant differences due to the content of the.stories

"'""directly. There were differences on all response variables except one,

however, between human and animal stories.' In general, the data sugr;est

more involvement with the stories about humans, and more anxiety about

f

socially disapproved behavi r of humans than of animals. The effect of

macsubstituting animal for hucharacter; seems to be to remove the stories

to a realm in which their implications will be less threatening. Supporting

this is Boyd and Handler's additional finding that'74-percent of the

children preferred animal stories,, a natural result if animal stories

dO in general produce less anxiety.

Problem-Solvinv.

Finalry, we can relate the problem of distancing to our earlier

discussion of the,complexity of stories. If.a story is.interpreted

thrOugh the reader's or listener's system of personal constructs, then

the events in the story Will either validate or invalidate that system.

The more central the constructs are to the, person's construct system, the

more complex and far-reaching will be the effects of any difficulty the

story creates. To change core constructs, those which structure expectations_

about the commonsense 'taken-for-granted,world of in mediate experience, ray

involve so many realignments that the problem may simply become too complex
-

to handle. Distancing in'tpe terms we have been discussing it is one way

in which this complexity can be reduced to a manageable level. Even as

it increases the total conceptual complexity by extending the world, be;ond

the imilediate confines of hpme and family, it also provides a'scenel

. aOloh_7wh4S.eliliplications Will be less directly related to a person's'

core constructs'and which will, as one result, be less complex to order

and understand. By involving himself less-directly in the storY, a

-person may be able to find solutions to predicaments which he might

18 5
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otherwise not even be able to acknowledge.

' Many of the _stories with !strong illustrations

Children
4

of this. -Children use them to discover for themselves some of the

.. consequences of. actions like killing their parents which, we must suppose,

i
they have never and will never attempt 'in roan:instead of 'in story'.

3
1

These explorations do not have to be interpreted as\expressions of
f

X .

unconscious conflicts or wish fulfillment (though in a few cases they

may be); it is more to our present point to recognize that these actions

iare entailed within the conventional set of social expectations. To set

a norm is to create the possibility of violating that norm; to understand

he norm means learning what counts as a violation as well as what counts

as observing it. By removing the characters and setting from his own

immediate sphere of existence, the child is given a simple way to explore

these norms without threatenii other important constructs. He can see

what happens to 'pad people', for example, without himself doing anything

which would conflict with his expectations about what he, as a 'good,

person', does.

,Griffiths (1935), who obtained a wide variety of fantasy products

from a relatively small sample of five year olds, provides us with some

good examples of how the child may use the story form to understand his

world without in any sense posing himself problems to be solved. Alfred

told her one such series of stories, spread over nine school days. The

first two 'storiesy told two days apart, set out the experience he is

in the,process of assimilating:

1. Once upon a time there was a boy, and he went out fishing, and
he saw a fish in the water, t...a...a big one. So he got his net
out, but he didn't want that big fish, he wanted only his little fish..

2. Once upon,a time there was a bo' and he went out fishing, and_
he saw a' big fish in, the water, and this big fish popped tip and

-ate the boy all up.

As Griffiths puts it, he has yet to resolve "hot' to avoid being Adevoured

by the fishes when .one goes fishing." buring the succeeding interviews,
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Alfred's stories explore a variety of approaches to this basic issue: ,

in the third, the fish simply catch themselves, even walking.across a

bit of land to climb.into the collecting jar. Thefourth simply avoids

the topic,'sending his character off to the country; there he picked

buttercups and "he didn't do nothing elge." By the fifth of the series,

he is. -back to the water's edge, dipping his net, but the fish still

climb. in of their own volition. Next he loses his fishing gear, "so

he didn't have no jar to put his fishes in." By the seventh interview

in this series,- Alfred has begun to master this problem, turning it into

a joke and laughing heartily:
lyf /

4;

7. Once, er4 once updii a tine, wait a minute I just thinking...a
boy went out, he want f'shing, and t lil fish jumped on his nose.

The humorous inversion 1641s to have been a final step in construing thig

experienCe; leaving Alfred's world once more at ease with the 'problem

of fishing:

9. Oncempon a-time, a bby went out fishing, and he brought a biz
fish home in his jar, and a lot of little ones. (pp. 180-81)

Data presented in this chapter provide less satisfactory evidence

about the issues under discussion than we have been able to muster in

earlier chanters. To an uncomfortable extent, the effects of most interest

0
are confounded With one another, and the,results caps fine objmore than one

.

inteipretation.'Still some of the findings are clear, and the others are

suggestive;

The data demonstrate that as a child matures, he is able to explore

in his stories patterns 'of behavior which are further and further removed

from his immediate experience. The two year olds Set 97 percent iof their

stories in the immediate world of their home and family' within that

setting, the majority of the actions Opicted'are ones with which they. '

are also familiar (eating, sl;deping, crying, spanking). By five, only

one-third of the stories reMain situated in or near the home, and only
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7 percent-involve fully realistic actions and behavior. If the results

are conceptualized in terms of Bullough's (1912) Ipsychical_distancing',

the stories of the five year olds are much more fully distanced than

those-of their, younger peers.

There is some evidence that the development of form vhich the

older children show represents an expansion of the range of options

available to each child, rather than simply progress from one limited set

of options.to another, more advanced set. On a variety of measures, thq

older children are less likely thdh their yOunger peers to use the same

options in telling a second story a-few weeks after theit= first.-

The weakest but in many ways the most interesting findings suggest

that this expanding range of options is systematically exploited by
4.4

both the older and younger children as they undertake the task of

organizing and assimilating the patterned experience with which a story

confronts them. In pa ticular, they seek to remove from the sphere of

immediate experie

the tend to b nced both in'slatting and in time, with the narrator

leaving himself out of the narrative. But the fact that the measures

ries whose content poses any sort of threat;

of threat and of distancing are both derived from the same source material

makes this a finding very much in need of experimental confirmation.

188
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CHAPTER VII

DEVELOPMENTAL STAGES IN THE FORMULATION OF LITERARY lESPONSE

1. Introduction

Earlier-chaprers have been concerned with the gradual separation of

spectator-role languaffe-from-other modes of language use. This chapter

will treat the somewhat different problem of developmental stages in

the way in which a child is able to verbally formulate his response to

a story. The focus will be on the underlying sets of constitutive rules

that determine what a work 'counts as' to the reader: what sort of

4 conceptualization of the work is reflected in the way he chooses to

discuss it? Does the child treat the work as simply a pattern of

temporally related incidents? As a consciously structured 'verbal ect'7_

as Harding's (1962) "accepted technique for discussing the chances of

life?" How tfie child conceptualizes or summarizes a work in a real sense

determines what the work 'is' for hie l and is thus an important element--

in determining what its effects may be.

Piaget's theory of intellectual developmenC provides the most

thoroughly developed framework for analysing changes in the nature of the

constitutive rules underlying thought prOcesses. His studies have been

wide-ranging, and though he has not specifically studied literary or

arti is response, it would be surprisig if his findings were not-relevant

in these areas s 1: ell. Previous work in literary response unfortunately

does not take us very far here; most'studies have adopted an.eclectic

approach without a firm conceptual frame. Investigators have usually

focussed upon what might be c-Iled the 'school of criticism' which the

adolescent or young adult reader brings to bear, 4,
..producing fin ngs that

1
These studies have been summarized by Purves and Beech (1972)

WArcy (1973), and Squire (1969); they provide a background of expectations
about general types.of response against which the present study takes
place, but lead to very few'general hypotheses about the course of
development. From them, for example, we would expect to find 'interpretation'
rising among'older children, and more concern with the 'action' and the
'events' among younger.-
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reflect patterns of schooling imposed upon already relatively mature

_
res0Onse, rather than developmental patterns in the structure.of the

'

'response itself:

This chapter will explore the relationships between observed changes

in literary response and the more general changes in patterns of thinking

'which Piaget and his followers have described. The implicit question

will be whether drawing such parallels between an aspect, of spectator-role

experience and the more 'scientific' modes of thinking usually studied
11.

is a useful exercise; as with our analysis of poetic form in chapter V,

the results will suggest that it is.

2. The Eleents of,Reseonse

Procedures

The'main-study samples of children between the ages of six, and

seventeen were used to investigate the way in which children of different

ageS discuss stories. (These samples are discussed in chapter III and

simmarized briefly in supplementary table 38.) Students receiving the

first interview schedule were asked, "Mat is your favourite Story? Tell

me about it." Those receiving the open - ended' questionnaire were told,

"Pick any story of poem you know well and write about it." These questions

were deliberately ambiguous in order to leave open as many different modes

of discussion as possible; .the intent was to allow each child to respond

in the way which he ordinarily considers appropriate, rather than to

test his ability to respond in one or another specified way. Some of the

older.chilfdren protested that they did not 'know what was wanted', but

o

all seemed eventually to accept that there was no 'right' answer,- and once

-convinced of that, to respond with little evident resistance.?

, .

'Turing the preliminary study, a simila
Orther suggestions; this was abandoned after
the older children used the list as an outline
turn, often without any other structure to .thei
procedure sought to discover what the stUOnts,
investigator, thought Was relevant.

question Included a list of

it became clear that many"of
of points to deal.. with in .

r red,Ponse. The :Present
rather than the
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This procedure differs from previous investigations in that it

allows the child to supply his own titles for consideration within the

- context ofthe general category of 'favourite books' or ones that_are____

'known well'. 06,arguments similar to those Kelly (1955) has used in

structuring his diagnostic and clinical proctdUres around role-titles

rather than fully specified stimuli, this should provide each child with,

a task more similar to the task other children face than would the more

usual procedure of eliciting responses to an unfamiliar story. Asking

for reactions to a parEicular story brings in a range of variables

which are difficult to control--differences in reading or listening

ability, verbal ability, .previous expo-iencetwith similar stories, even

the amount of time various childre need to spend to assimilate the

experience'will all contribute'to differences in the initial expressed

respOnse. By asking for discussions of stories already known,.this

initial process. of assimilation is bypass d its order to look more directly

,
at.the meaning stories are given by the child;, rather than at the process

of giving the storythat meaning. This is an especiaaly important

distinction to make in the study of response to 'literature, for which

there is good evidence that thegiving-of-mea is a s147, contemplative

process involving significant changes over relatively long periods of

timelBrittow,' 1954; Peel, 1964; Wilson, 1966; Harding, 1968).

ThelPurves-RiToere (1968) Resporise Categories

Collecting discussions of favourite stories-and of stories which
)

the children know well is time tonsuming but straight-forward; quantifying

the respon?es in a'meaningful way is both time consuming and difficult.

The major 'problem is 'that the various systems of analysis which have

been proposed in previous research are eclectic, resulting from content

analysis of obtained responses and the 'More or less intuitive sense of

the investigator about whlchvarieties are 'interesting' and which related'.

The analyses undertake for the ,present investigation were frankly
'

191 4

4.



-190-

exploratory, attempting to develop a general set of categorizations that

could be related more rigorously to a model of responsev,
3

The starting

point was a set of 'elements' of response developed by Purves and

(1968) as a neutral,, atheoretical means of describing literary

by coding them statement by statement, These elements range from such

iPpere

actions

literary devices as 'allusion' and 'irony' to'...teFa-3: statements of

'thematic importance' or 'identificationl--139 elements in all, combined

into 24 subcategories and 5 categories.

Purves and Rippere, in describing the ordering of the elerients, write:

The groups in the'%lehents, finally, are my own, resulting from
much, discussion and much shuffling. The order, and seven the. existence,
of some of the elements has been subjected to criticism and has now
evolved into a'series of groupings which are, I think, logical and,"
defensible, although, like any ordering, arbitrary. (p. 9)

From the point of view of the present study, this was considered from the

beginning to be a disadyantage in the Purves-Rippere categories, as well '

as in general false. No ordering is ultimately arbitrary, though its
I -

basis maY be'more or less explicitly formulated, more or less tied 'to a

theory,
I

ndmoreorless4 based upon empirical relationships among the

elements being ordered. iI0'urves and Rippere's ordering seems based
1

primaritly though not excl sively.on, traditional areas of literary

criticism, but this is no made explicit anCas one result the analytic

:power f the system is ser ously underCut. Having found changes in

patte ns%of-response, we a e left with the queition o just what these

changes represent. Axe the

response? in. comprehension inithe favoured s hool of criticism? in

the psychologictil'relationsh p between reader end work? Th ?re is no way

changes in ability? in 'richness' of

of knowingq,,

1

3Because the an
there is some danger
sample gathered. To
the following chapter
fdrmulated in advance

1

lysis

f capit
meliora
are two
about t

exploratory and to some extent iterative,
lizing on idiosyncracies of the particular
e this Somewhat, all tests in this and
tailed, even when hypotheses have been
e nature and direction of the changes'

1

1 9 2
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in4ite of these reservations, the'elementsprovide the most

thorough system of content analysis yet proposed for literary response,

and have been quite widely adopted by other investi,ultors. Though the

elements,were developed with the responses of secondnry school children

in mind and might,be.expected to be less satisfactory with our two

youngest samples, '1.1 of the respensesswere initially scored with them.
4111

.

This had the dual purpose of giving other investigators n known reference
0

point within the context of the present work, and of providing the

present investigator with a starting,poimt, even a straw mnn tq tilt

.against, in attempting a categorization of responses with a firmer

40

conceptual bnse. Cach discussion of n favourite story and of a story

'known well' was divided into T-units, and each T-unit was classified as

.
1,4 cal

one of theeIem,ents. For statistical anolysis, the percentage etch

child's T-units falling into each of the 5 major categories wa's computed,

andsmenns for age and sex group s calculated,from these.

To summarize the Purves74ippere categories very briefly, the first

is 'Engagement-Involvement' And reflects the degree of surrender to the

liternry'wor',-.--the 'suspenSion of disbelief' or the 'identificAtion'

which the render acknowledges. The second category is 'Perception'; this

is the way in which the reader perceives the work as an object distinct

from.himself: it includes his analysis and classification of the work,

as well as his descriptionof its parts. The third cntegorY'is 'Interpreta-

tion', the drawing of inferences about either the form or the content of
0

1 4This is Huat's (1965) minimal terminable unit, discussed in chapter'

V. The stories being analysed become increasingly various, rising from 8

different titles (mostly. fniry tales) selected as 'favourites' by the

22 six year olds, to 18 different titles (mostly novels) selectbd ns

stories which they 'know well' by"the 20 seventeen year oldS. For specific

titles frequently.cited at each, age, cf. supplementary tables 36 and 37.

At, :ix, 3 boys and 3,girls who wanted to retell the story they had

chosen gave up becau,se they "didn't remember it wel,l enough." These

refusals (Which fall nlmost entirel$ in the 'miscellaneous' response,
category intAejurves-Rippere system).nre not included in the calc6lations

which follow.
19.1
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the work; where perception is based in the characteristics of the wore,

interpretation involves a generalization beyond it. The fourth category

is lEvaluation', how the readEr judges the effect of the work, the_ way

it is :written, or the importance of i'ts theme. Finally a fifth category

is used for miscellaneous digressions and 'otherwise unscorable responses.

The immediate and striking thing about the results of-scoring the

discussions in this way is the lack of any systematic change in the use

these esponse categories from six to thirteen, even with the change

of.tesk (from oral to written and from 'favourite story' to a 'story you

know well') and, at thirteen, thb change of school setting (table 19).

Table 19: Furves-Rippere Categories in Unstructured Discussions of Stories

Category

Averace Percent of Each Student's T-Units

Favourite Story Story Known '.:ell,

Interviews Comprehensive Selective

School Schools2

Age 6
(n=16)1

Age 9
(n=22) (2309) A4:3103)

Age 13
(17.2107)-

1. Engagement 0.0% 2.8% 0.0% 0.8% 3.2% 6.6%

2. Perception 92.9 78.0 71.1 79.0 71.8 31.3

3. Interpretation 0.4 0.5 0.0 3.6 4.2' 19.3

4. Evaluation 6.3 16.0 23.1 14.3. 17.4 38.1

5. Miscellaneous 0.4 2.8 5.8 2.4 3.4 , 4.7

100.0% 100.1% 100.0'/. 100.1% 100.0% 100.0%

Nultivariate F-Statistics
3 6 vs. 9 vs. 13 13 vs. 13

4 13 vs. 17

Age (or school) 0.64 1.48 0.42

Sex 0.68 1.48 2.38

Ateractions 1.03 0.57 1.06 2.87*

(df for each effect) (4;31) (4;53) (4;43) (4;33)

Significant (.05)
Univariate Effdcts
Age (or school) -2,3,4

Sex 2,5

Interactions
1

10mitting 3 boys and 3 girls who did not respond.
2Girls give more perception responses and fewer miscellaneous ones

than boys in this sample; df. supplementary table 3 for detailed results.

-Since there is a linear dependency in the scores, the multivariate

analyses were carried out on 1 ro 4 only. Results would be identical

whichever were omitted. Univariate effects,are listed only if the

multivariate F reaches at least the .20 level of significance.

. There are no significant within-subject differences between oral

and written responses at age nine on these measures; cf. supplementary

table 5.
410., school contrast.

erp<.,05

791/ 195 er*p.c:.01

icidro.e.005
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Through the age of thirteen, responses classified as 'perception'

dominate 1111 ages, with virtually-no 'interpretation' and n fluctuating

percentage of 'evaluatiOn'. Between thirteen and seventben, the

proportion of responses classified as 'perception' drops sharpl§, with

correspondin-, rises in both 'interpretation' and ' evaluation'.- If we

interpret this as evidence of more generalizing by the older students,

the changes 'seem sensible and in line with those su7,gested by previous

investigations. (Cf., for example, 'Morris, 1970, and 1966;

neither study is developmental but both compare their results with

similar investigations involving younger children.) The trouble with this

interpretation in the present case,is th_at much that is 'interpretative',

or at least highly analytic, falls into the 'perception' category; in

fact Purves and Rippere (1968) reported quite n different developmental

pattern for one of their own studies. :'nalysin(2: responses from 43

thirteen year olds and 57 seventeen year olds writing about tUlliamCarlos

Williams' laort story, "The Use of Force," they found a rise in 'perception'

with age (from 33 to 47 percent), .little chance in 'interpretation' (10"

to 13 percent), a rise in 'engagement' '(18 to 24 percent), and a drop

in evaluation (35 to 14 5percent). The differences between these results

end thOse from the present study may be due to differences in the task

or in the populations sampled, or they may result because the difference

between 'perception' and 'interpretation' in the Purves-Rippere system

is'not a developmentally relevant one

5These figures are ba'sed on the total scorable stntements.produced

by all students at each age anclo not compensate for differences in the

length of responses from differ9nt students. Data in the prsent study

(and much of Purvey and Rippere's data as well) are based on computations

of the proportion of responses.in each category for each stu ,dent; this

produces averaae percentages for comparing age and sex groupings. The

difference the to reporting modes can produce is substantial; in the

-I

Present study, for example, ffnterpretation' at seventeen rises from 19

to 33 percent sim!ly by changing from computations based on average

percentages to ti-te based on percentages of all scornble.statements,

while ' evaluation falls from 38 to 25 percent. This is because the analyslis

by total number o statements weights each student by the length of his

response, that by average percentages weights each equally. ::ither way,"

Purves and Ripper Is results arertt-odds with the present sample.
1 J t,
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Chances 4n Subcatecories

The lack of differences among the responses of.the yoUnger children

is itself counter-intuitive, and suggests that at that level, at le4st,

the method of analysis Is not relevant to the developmental changes. The_

first possibility to investigate is that shifts in response are occurring

within rather than between the 5 major categories, and thus that the

,,attempt to collapse scores has obscured real underlying shifts. TT

explore this-possibility, the proportion of,students A each age who

use each of the subcategories at all in their response was separately

tabulated. The'general pattern that emerged from this analysis was for

'all of the subcategories, whatever Mere general category they belong

to, to be used in a higher proportion of the older students' essays.

Out Of all 24 subcategories, only that labelled content shows a decrease

with age; it drops from a high of 93.8 percent at six to a low.of 55.d

percent of the essays ac-seyenteen. 'Content' is used for statements

whichquote or describe whae%appens or what the woeh is 'about' in a
.

.

factual, noninterpr2tative manner; -.the shift irr the proportion of students

who use it' is worh 'exploring ft) her.

Variety and Complexity
)

'-

Before taking up 'content', wever, it is worth noting that the

pattern evident within the subcategories continues when the responses _are

fdrther broken up into the full set oq139 elements. The overriding .

pattern is for each to be used by a larger proportion of the older than

\

'-the younger children. I-f we take the number of different elements used

at least once in, talking or writing about a literary work as a rough

index of the 'variety' in modes of discUssing stories, this suggests that

.F7

this variety in respoftemust also increase with age. Table 20 (below) *ie.,:

.
1

summarizes these data and puts them into the context of the overall

length of the response as, measured by words and T-units, and of linguistic

4
complexity as measured by the average number of words per T-unit. The

A -197
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Table 20: Length and Variety in Unstructured Discussions of Stories

Average
Favourite Story

Measure

Interviews
A 6
(nr16) 1

A 9

(11-17:22)

1. Number of words 193.2 124.5

2. Number of T-units 29.5 15.5

3. Words per '1%.unit 6.4 7.1

4. Number of elements
3

1.3 2.2

5. 7-units per element 27.4 9.7

Multivariate F-Statistics
4

6 VG. 9

Age (dr school) 5.10***

Sex 1.28

Interaction 1.22

(df for each effect) (5;30) '

Univariate Meets (.05)
Age (or school)
Sex
Interaction

Story Known Well

Comprehensive
School2

Selective
Schools

Age 9 Age'13 Age 13 Age 17

(11=30) (n =30) cm.20) (p=20)

52.6 91.2 120.8 114.7

5.6 8.4 9.3 6.8

9.4 11.8 13.6 17.7

1.5 3.3 4.1 5.5

4.5 2.9 3.4 1.2

5

9 vs. 13 lays; 13 13 vs. 17

9.32 2.46 3.0j*

1.50 3.06 1.59

2.44* 1.28 0:53

(5;52) (5;42) , (5;32)

2,4,5 1,4,3 3,5

1,2,5 /

3

1Omitting 3 boys and .3 girls who did not respond. ,

2Supplementary table 4 presents the data showing significant
.

interactions more fully. .
.

3"Ur,ber of,Purves-Rippere (1968) 'elements' of response'-used at

least once bey each student.
43ased on all 5 measures. Univariate effects are liste'd.only if

the multivariate effect reaches'at least the .20 level of significance.

For within-subject differences between oral and written responses at

age nine, cf. supplementary table 5. .
(

/

. 5I.e., school contrast. The girls use more words/ and more T-units,

and have a higher T-unit per element ratio, than the

/
boys ink this sample.

**p<c.01

**p<.005"

first thing to note is that if the older chi ,den's responses include

more elements of response than do the you, e,r's, it is not the result of

an increase in length; in faCt the six ear olds use more words and more

T-units than any other group.

Table 20 shows a'steady growth/in the average number of words per

T-unit, from 6 at six to 18 by sev nteen; this is cohsistent with our

earlier interpretation of this measure as reflecting linguistic maturity,

within the constraints of a giyen task. The nuiaber of different elements

198
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of response used in the course of each dismission shoys a similar general

rAse, but there is a sharp discontinuity between the oral and written

tasks for-the nine year olds; the oral resPonses,are much longer and

involve on the average half again as many different elements of response ns

in the written discussions. If the differences in the length of the

discussions are roughly equated by computing the average number of times

a given element is used in each discussion, however, as in the last line

of table 20, there is again a very steady trend toward greater variety as

age increases: the six year olds average 27 repetitions of ea,A elemeht

they u,se, the seventeen year olds slightly over one.
6

Oral Versus 'jritten Resionses

/ The differences between ore and writt n responses at'age nine are

very interesting. The percentage in table 0 cannot be directly compared

because 21 children are included in both gro ps. These 21., however, can

be used for within-subject coMparlisons of the differences between oral

and written tasks. These within isubject differences are in the same

direction and of roughly the same magnitude as the changes in table 20.

The oral responses are significary longer whether measured in words 'Or

T-units, and they involve on the average mo e different elements of response.

f

Conversely, the T7ritten response,'" are ling istically more complex as

measured by the average number words pe T-unit, and show some evidence

of greater variety as measured .y the average nutber of.T-unit) per

0

element.7 Taken together, thes= differences suggest that writing is still

quite a difficult task for thes children, but that at the same time this

Very difficulty forces then towcrd a somewhat more 'mature' response. Though

6This method of control i
accurate within the constraints
of T-units per essay remains su
scoring categories).

7Using t-tests of within
in table, 20 show significant di
at the .02 level or better, the
Cf. supplementary table 5.

only approximate, but it is relatively
of the present task (in which the number
stantially below the total number of

ubject.differences; the first 4 variables
ferences between oral and written responses
last, at the .08 level, all two-tailed.

1 9 '3
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they write less, their T-units are lorT,er and there.is a greater variety

in their use of elements of response.

School Contrast

The contrast between the two, thirteen year olci groups should also

be noted: it su3gcosts that the selective school samples are ihdeed

somewhat more'Able than their: comprehensive school..peers. The responses of

the selective school students are somewhat longer and; more importantly,

they are linguistically more complex and show greater ,variety in the use

of response-elements. This is as would b expected, however, if the

selective schools are in fact more selective in their choice of students.

nost Imoor=tant Response /
-7- e

After writing about a story or poem they knew well, ,children

receiving the written questionnaire were asked to indicate the part of

their answer which they thought represented the most Important thing to

say about the story. These responses parallel the findings already reported:

the nine year olds overwhel mingly choose some aspect of the action of

the story,as the most important part (66.7 percent); another 17 percent

indicate some form of evaluation. By thirteen, concern with action dross

.to 53.3 percent in the comprehensive school and 45 percent in-the selective

'school, with evaluation at 26.7 and 20 percent, respectively. By seventeen,
.

none of'the students select action as most important, 45 percent choose

an evaluative response, and the remainder scatter between interpretation

(25 percent), engagement (10 percent), and aspects of structure, genre;

or,tone (20 percent altoj.ether).

3. Levels'in the Discussion of Stories

Discussim the Action

The major shifts which have so far emerged in the ways in which

stories are discussed have been concentrate& in the general category

'perception' and more particularly in its subcategory 'content'. This

can be narrowed even further if elements of response are considered: at

. 200
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six, for example, 97.7 percent of'all of the 'T -units used fall into the

single elemen--classification tfTE,tception of action.
8

(This element

continues to be the most frequent within the general category 'perception'

up to seventeen, though,by then it represents a relatively small part of

the total response.) During the initial tcorin,i,'Iperception of action'

seemed to be confounding several quite different types of responses. As

Purves and Rippere (1968) desbribe it in their Scoring manual, a statebent

coded in this element-category "may quote, paraphrase, or summarize the

action" (p. 20).---The children in the present study produced whOle

discussions which seen to correspond to one or another of these 3 ways

of representing the action. At one extreme is the simple attempt to .

retell the story, complete with title, formal Opening and closing lines,

and dialogue. Eric's contribution is a good example of this approach;

It was offered with considerable animation:'

,Once there was the three little pigs. And they asked the man with some
straws, "Can we have some straws?" says the first little pig. And he
gave them some straws and he built a straw house. In came the wol-,

the wolf. He puffed and he puffed and he blew the house down. And

.4 he puffed and he puffed-i--And when the house fell down and so three
.little, the second three 1:41ttle pig went to the man with some sticks

and he said to the man, "Can ,I have'sone sticks for to build a
house?" .And then the man said, "Yes," says the man'and he gave him
some sticks. And when he builded the house up and he wasi; and he
puffed and he puffed, and he puffed and he puffed. And he blew all

the sticks all fell down. Andothen he went to the man with some

bricks.- He srqd, "Can I have "some bricks for the housq to build a

house? "Yes'' said the man,'and_he gave him some bricks!
Sowhen he builded the house of bricks, wolf came along and blew

the-house down but he couldn!t, So one day the wolf came and said

to the, to tL second pig, "Shall we go toFarmer Field's house,
FarmenField's grass? And-he said, "Alright." And then he did go
already but the wolf came back and he said, "Let's/go to it now."
And he said, &I.Lve been to the Farm Field's house." So he said,
"Let's go and go to the next field and pick some apples,,there's an
apple tree therm So we can pick some." So first he went to the
apple tree and picked some apples. And then it'was so fat and so
he ranned-away and the apple went down the hill into the road. So

the three little, the pig. went into the, into the churn and he went
aroundfand he runned the wolf over. And he said, "I runned yoU ever."

.

8Note that this is a percentage of the full set of statements,
rather than the average percent of each student's responses that are
reported in table 19.
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Then he rolled back to the house. And then...so...then the wolf
went- in tfle chiOney pot And the three little pig put some water,
some hot water in then and th4n he fell down into the pot, "Plop."

And he lived happily ever after.
--Eric M., 6;1

Erie's is by no means alone in its detail; it is not even the longest

of the retellings that were received itzresponse to these questions.

Confounded with his answer in scoring the Purves-Rippere elements,

however, are others which are best described as summaries of the action;

they make little or no attempt to tell the story, but do 411 ''what it

is,about'. Richard and Barbara both give summary responses in writing

about stories on the questionnaire:

I think that the Famous Five stori's are quite good. In the storis
there is a lot of adventure and a lot Of things happen. They get
bad luke at the beginning and thing all kam out all right in the
end. 9

--Richard 0., 9;3 1

Cinderella is a grile that, had very nies invengeras /adventures/4
--Barbara T., 9;1

When children talk rather than write about stories, theirsurcaries are

often more detailed. During the interview, for example, Barbara

provided the following shmmary of 'Sleeping Beauty':

It's about a man and a lady that....The lady'falls aslee cause she
hurt her hand on the spinning wheel. And she fell asle p. And the
witch that made her do it said she, that she'll sleep for a hundred
years. Then after the hundred yeaiFthe prince came and kissed her
and they all woke Lein the palace. And everyone woke up and it
was, and then they got married and it was very nice. It as a lovely
end and everything.

This seems to fall onto a continuum between complete retelling and complete

summarization of a story; much of it is 'synopsis' (or what Purves and

Rippere call "paiaphrase"). Whereas retellings frankly attempt to retell

the story in its original form and summaries attempt to encapsulate' the

plot within a more aeperal category ('adventure', 'lovely end', and so on),

the synopsis is almost a report of ongoing events.
!
Usudlly this results

. .

9This and all other examples of.6hildren's writing used here
preseriles the original spelling And punctuation without special note;
comments are added (as-in Barbara's response) only when needed to insure
that the meaning is clear.

20
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in some condensation and summarization, but the sypopsis caTrbe as long

as tie sbpry-telling itself. Rebecca's account of 'Little Red Riding

Hood'. is another good example:

Well, it's about a little girl and her nannie makes her, makes her
-a red cloak. And, a, one day her nanni'e's not well and her Mother
sends her out With something to give to her nannie and she meets
big bad wolf and the big led wolf asks her where, she's going and she
tells him. She rushes off to there and a, the grandmother's not there .

sp he get dressed up in grandmother's' nighties and gets into bed. Red

Riding cores along, knocks on the door, and he tells her to come in.
And she goes in, and, a, she gives him some things and she says,- "Oh
grandmother what big teeth you got, "what big ears and what big eyes
you got." And when she says teeth goes the'better .to eat you with and
he jumps out of bed and runs after her'. And the huntsman, a, gets
him and chop his head off. Now tittle Red Riding Hocd can go and' ,..

see her grandmother as often as, she likeS.
--Rebecca C., 10;1

The synopsis usually starts with "It is about...," continues in the

present tense, and reports _rather than the dialogue. Rebecca,

for example, did not change her tone of voice for,the dialogue in her

o . ....000 _.....,a, ,.....--

many of the children use such condensations as, "She says,
. .

discussion;

'What big eyes you got and all that'" (Nicholas H., 9;8).

These distinctions, emerging, out of the first attempt to quantify
ti

the responses to stories, are related to quite different sorts of lntellectuql

operations. To retell a story is essentially an enactive, preoperational

mode of response. Each incident leads to the next, but there is no need

I

5

here the structuring is imposed by the reader instead of being accepted by

to impose a larger, superordinate structure. Summarization, on the

other hand, involves ordering and classification; the events in the story

are put into categories on the basis of their concrete, perceived

character, and larger relationships (between beginning and end, for

example, or between 'happy parts' and ''sad parts') are noted and used;

him from the author. In Piaget's general framework, these differences relate

to the contrast between preoperational and concrete operational modes of

thinking, a contrast which should in general be present between the six

and fine year olds in this investigation. The distinction, then, between

retelling and summarization (With synopsis as an intermediate category)

gives us the beginning of a second approach to quantifying the discussions.
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Analysis and Generalization

Remaining at the level of the discussions as a whole, two other
.

. .

quite different nodes of diAcusilon became evident in the coprSe of

scaring the responses. One of these is analysis, the other, generalization.

These are traditional categories, but are not directly reflected in the

Purves-Rippere (1968) grouping of elements. The characteristic of

analysis is that the work is treated in terms of :how it works': its

mechanics, the logic of its structure, its images and symbols. Whereas

summary is concerned primarily with ordering the work into categories

based on its, concretely given characteristics, analysis is concerned

with understanding the reasons behind those characteristics. For the

first time it begins (implicitly if not explicitly) to consider how the

work might have been structured as well as how it is structured. In this

, .

sense, analysis is a blend of some of the Purves-Rippere elements of

interpretation and of perception, to the extent that both treat the work

as an artifact whose 'shape is intentional rather thQn accidental. AnalYsis

is often tied in with evaluation, as in Jill's and Jane's discussions:

I don't know who wrote Rebecca but I loved her style of writing. All

the time while she was writing she was describing in a different way
to others. Always I wanted to see what else would happen--perhaps it
was because she used small details. I liked best the bit where she
first tame to randerley--I didn't.like the mystery bit so much- -
because it didn't seem so real. I didn't particularly enjoy the
first two chapters. But on the whole I thought it was a good book.

--Jill V., 13;8

The Lord of the Rings. J.R.R. Tolkien
The most important thing about this book, is its almost complete

reliance on the imagination of the reader. The actuar book has
tremendous sustaining power. It is long -- comparable in length to .

'War and Peace', and yet never becomes boring. This must lie in
the authors continual introduction of new elements, and events. The

nearest characters to human beings are the people at the inn at the
very beginning of the book and Studes. This absence of the human
element, gives complete freedom to the imagination.
The strife between good and evil is tremendous. The book is well

written in that tat feelings in the 'good places' and in bad differ
so completely. The central element--the ring is a force'that can
be felt throughout the boos, although is not always specifically stated.

I find all pictures of the characters in the book, disagreeable, as
they seem to ruin the whole effect of the book.

--Jane E., 17;3
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Generalization, on the other hand, while often beginning in analysis,

pbts its phasis upon the work as thestatement'of a point of view. The

reader may agree with the author or offer an alternative,,but the response

.

differs'from analysis in. that it is now consciously concerned with

understanding the world through the work, rather than with understanding

the functioning of the work itself. Again, generalizati-On may be directly

linked to evaluation, though it need not be. Roy's discussion of The

Satyrican takes place almost entirely on this level:

.11 book which tells of life before the fall of an empire--the Roman

Empire.. the book tries to suggest that ,rather than the fa'll being

attributed to a general-Joosening,in the control exercised over
outside powers, it was in fact largely to beblamed upon the corruptions

which developed within the Anan Empire. The slackening in control

over their own actions, naturally led to the Romans being incapable_

of preventing the complete collapse of the Smpire.
-5-Roy F.; 17;8

As with thedifferente between retelling and summarization, the

difference between summarization and both analysis and generalization

again represents a major shift in the kind-of intellectual processes

involved. Summary requires classification and ordering of the given;

analysis and generalization require the consideration of alternative

structures. This consideration of alternatives represents a shift toward

reasoning by hypothesis, and corresponds to the shift between Piaget's

concrete and formal operational stages.

Empirical Results

These results were used as the basis of r system for restoring

the discussions in terms of the level of response they indicate. The

five major categories scored were 1) retelling, 2) syllopsis,3) summary,

4) analysis, and 5) generalization.
10 Each discussion was scored as

falling into one of ,these five sets,, with a sixth for those which only

10Retelling/synopsis, synopsis/summary, summary/analysis, analysis/

generalization were used as transitional categories during the scoring.
These were collapsed upwards during analysis as 'any synopsis', 'any
summary', and so on. Scoring consistency was high, with 80 percent exact

agreement between raters on a subsample of 25 discussions.
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evaluate the work. (Both 'evaluation' and 'engagement' in the Purvcs-
,

Rippere system seem to show their own characteristic progression in

'levels' rather than to provide separate points along this continuilm;

they will be taken .up again in chapter VIII.)

The results of this reanalysis are summalzed in table 21. Again;

the full range of responses from sik to seventeen is included, but the

Table 21: Levels in Unstructured Discussions of Stories

Percent of Children
Favourite Story Story Known 'jell

Level

Interviews
Comprehensive

School
Selective
achools

Age 6
(n=22)

AFe 9
(n=22)

ILge 9

(n130)

Age 13
-(n=30)

1,gc 13

(n=20)

Age 17
(n=20)

1. No response' 27.3% 0.0% 0.0Z 0.04. 0.0% 0.0"4

2. Retelling 50.0 9.1 53.3 3.3 4944? 0.0
-3. Any synopsis 13.6 40.9 6.7 30.0 2S.0 0.0
4. Any summary 4.5 31.8- 23.3 56.7 20.0 0.0
5. Any analysis 0.0 0.0 0.0 3.3 55.0 60.0
6. Any generalization 0.0 0.0 0.0 3.3 0.0 30.0
7. Zvaluation only 4.5 - 18.2 16.7 3.3 0.0 L00'

99.9Z 100.0% 100.1% 99.9% 100.O.: lOO:O

Chi-Square Tests 1 6 vs. 9 .9 vs. 13 13 vs. 13 13 vs. 17
Age (or school) 10.83 21.83*** 14.77*** 8.27-:**

(Comparing categories:) (2,34) (2,3,4) (.2+3,4,5+6),(3+4,5+6)
df=1 df=2 df=2 df=1

1
For these tests; categoxies are combined to. raise exDected.

frequencies to appropriate levels for use of chi-square. In the interviews,
chi - square, for sex = 4.17, comparing categories 2,3,4, df=2, nsd. On
the written measures,_zchi-square for sex = 10.03, comparing categories
2,3,4,5+6,7, df=4,.p495. This difference reflects a shift from more
synopsis in girls' rOponses, to more 'evaluation-only' fro: the boys.

<. 05, two -tai led

**p<.01
.005

discontinuity between oral and written responses at nine years needs to
,

he noted more carefully. The oral ditcussions were categorized directly

from the tape recordings, not, from transcriptions, and provide an additional

set of paralinguistic cues abput lat the child is trying to do. Though

the oral and written respones, are consistently scored within each set,

-2 0 G
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there may be artifacua1- differences between the, two. Because of this,

the.discrebancy between the two conditions in table 214i.s not tested for-

`statistical significance.

Uhen stories are categorized in -this way, there are 'some s riking

differences between the age groups., tiS.,well as between the school

Situations at age-thirteen. From six to nine, theKe is a move from simple

retelling of a story to attempts to summarize it. The 'no responses'

at six could legitimately have been treated as'retellirigs, since in each .

case they resulted from children who thoilght what they should be doirig -//

was retelling, but who were not convinced they could remember it well

enough. Between nine and thirteen, the comprehensive school children
1

show some consolidation of their tendendy to summarize rather than simply

to give a synopsis, but Very little movement toward higher-level categories;

analysis and generalization .together account for only 7 percent of- their

essays. it the-selective school, on the other hand, the thirteen year

olds show a clear move toward analysis. This accounts for over half of v

the essays they produce, though 45'percent continue to provide simply a
I

synopsis or summarnation of the plot. By seventeen, all of the essays

which provide any discussion have moved into either analysis or generalization;

two-thirds of these are concerned with analysis and one-third shot; some

generalization. r

4. Other Differences Between Retelling and Telling About.

The data from the discussions of favourite stories arid stories

known well provide good evidenCe of age-changes in the preferred mode

'of discussing ,stories. To the extent that these changes reflecpt the ""
. , . .

.

way in whichthe story is conceptualized by the reader or listener, they
7,

are nn important dimension of developmental change in responseono North

i'

e%21icating as fully as possible. Several ther series of questions .

on theinterview schedules focussed on differences between retelling and

'telling about stories. The results from these *ill provide some

20
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reassurance that the global classificatioris of 'levels' in discussion

reflect. Teal differences between responses, and should also give .a fuller

sense of what those differences are.

Discussions of 'Little Red Ridino, Hood'

:Responses to a favourite story were requested during the course of
I.

the first interview schedule; children interviewed using the second
.

X

6 schedule were asked, "::hat is the story of Little Red Riding Hood about?"-

, Their responses show 4'e-trends very similar to those 'already reported:

1

six year olds are. much more likely to_respond with.a simple attempt to

1

.

There is overall, houeve, much more 'summary' on this question than on

retell the story, the older childrenildren to attempt a synopsis or summarization.

.
',:4'

. Ss

the previous this seems to be a product of the slightly different

form in which the two "questions were asked. "1)hat is the story about?"

was more often interpreted as a request for a character-list than was

"Tell me about it." If character -lists are remdved from the figures,

4.5 percent of the six year olds and 27.3 percent of the nine year olds

-fespond with 'any summarization', figures which. are remarkably closd to

those for the responses to favourite stories. (The data are reported in
r

4 -

full in supplementary table

The series of formal markers of story-telling used as a measure of

children's developing 'sense of story' in chapter IV provide anothet:' way

to measure the extent to which the six and nine year olds are retelling or
A0*

telling about the stories they are discussing. Responseg,to favourite

stories and-.to 'Little Red Riding Hood'
11

were scored for'the use of a

consistent past tense, a formal opening, a formal closing, and the
.

I presence of dialogue, as 'well as for, length and linguistic comple::ity. On.

this set of measures, as well as on the more global ones already discussed,

11
In this analysis, the full respo se including prompting with "What

happens in'itl" was scored; thus the da in tables 22 and 23 are not
comparable to those in supplementary tab e 6 (which is based on the'

'response beforey,oprompting).
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Table 22: Formal *Characteristics of Discussions of Stories at Six and Nine

Percent of Students
Little Red

Favourite Ridim HooJ
Chi-square

1
Age 6 'Age 9 r-Aze 6 Age 9

Characteristic (n=16) (n=22) ,(n=21) (n=22) Favourite LRRH

1. Tense: past
nixed2

93.8%
-

59.1% 47.6%.
- ' 14.3

13.6%
18.2

4.09*

(df=1)

6.02*
(df=2)

present 6.3 40.9 38.1 '68.2
.

3
2. Fornal opening: yes 56.3 9.1 4.8 0.0 8.16*** ns

no 43.8 90.9 95:2 100.0 tdf=1)

3 3

3. Formal closing: yes 31.3 4:-5- 4.-8 9.1 . p <.04 nsd

no 68.8 95.5 95..2 90.9

4. Dialogue: quoted 68.8 27.3 42.9 18.2 4.88* 10.10**

described' 0.0 36.4 (df=1) (df=2)

none 31.3 72-.1' 57.1 45.5

Averages

5. Number of words 193.2 124.5 77.0 86.0

6. Number of T-unit's 29.5 15.5 - 11.9 9.7

7. Words per T-unit - 6.4 7.1 6.0 8.7

EultivariateAnalvsis of Variance, Variables 5 6 and 7
4

F- Statistic

Effect (df=3;71) Univariate Effects (.05)

Age 6 7

Sex 1.62

Tale 7.12*** 5,6

AS '2.27 5,6

AT 3.95 6,7

ST 1.31

AST 1.19

1
Test of age differences. There are no differences for either story

between the sexes on variables. 1 to 4,:using chi-square tests with ages
pooled. Chi=-square for between-story differences: Tense = 13.57***,
Openinc; ='g.32***, Closing = 0.82, Dialogue = 1.25. Df=1-in all cases.

This distinction was not made in scoring discussions of favourite
stories. -

--

3Using Fisher's '2:xact Test (Siegel, 1956). . ,..

4Because cell, sizes are not proportional, these.effects are not
orthogonal. In each case the effect is tested after allowing for the
influence of all other effect4.

.5At SIN, girls' diScussions are shorter than boys' discussions;
at nine they are longer:

...

-,

n-r.

*p <.05
**p<.01-
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,
the discussions of the nineyear olds are significantly lass strongly

:

.

Imarked as part of the story mode: the six year olds are more likely to

1
f

respond in the past tense, to use a formal opening and closing, and to

t s

!
.

include quoted dialogue (table 22). The younger children also tend to

i q .

offer longer, less 'summary' discussions. As with the global categorizations,

there are also quite consistent differences between respOnses to the two

1 or requests: the discussions of, 'Little Red Riding Hood' are shorter and
s

A

1
less clearly marked as story-telling. The request tpsnTell me about..."

seems to predispose the child toward retelling, while Asking "What is

it about..." leads naturally to response ginning, "It is about...."
. ,

At the same time, though 'Little Red Riding Hood' is a story with which

all of the children are familiar, each child's favourite story is one

with which he is more familiar, and hence able to retell more fully.

0

When the results are further broken down on the basis of the,glohal

categorization of level of discussion45&etelling, isynopsiSI, and

'sunrarizationl also differ significantly iron one_ another on all' seven

. I.

of these variables. Retellings are longer ane
,
more consistently :narked

with the formal characteristics of the story mode than are summaries,
I

1

With synopses in a traitional position (table 23). It is interesting

that for both favourite stories and 'Little Red Riding Iloodl, T-units

are longest for synopses and relatively short for the developmentally

more advanced summaries. This reflects the categorization inherent in

the summaries, which allows the child to make considerable use of a

sinple "The story is " sentence frame. This may explain the significant

age by story ('tale') interaction for T-Uhit length in table 22: initial

sumrary responses to 'Little Red Riding '.food' were followed up with

";:hat happens in it?", which at nine often led to an expansion of the

summary, into a synopsis. This produces p corresponding increase in average

.T-unit length for the older children discussing "Little Red aiding '.rood,"

but not for those discussing their favourite story (which was not prompted).

210



I

.

7203-

Table 23: Formal Characteristics of Various Levels in Discussing a

Favourite Story or "Little Red Riding flood"

Percent of Students

Rete l l i nc Any Synosis Any Sum nary

LRRH ray. LRRH Fay.

Characteristic (n=15) (n=12) (n-17) (m.16) (n= 6) (n=13) Chi-square
1

1. Tense:
past

mixed?
present

2. Formal ooening:
'yes

no

3. Formal closing:
yes

no

4. Dialogue:
quoted
described2
.non?.s.

5. No.-of words
of.T-tnits

7. 'iord'IT-unit

100.0% 91.7% 76.5% 0.04 0.0% 15.4% 37.50*-e
(df=2)

d.4.
8.3 27.8 - 7.7

0.0 23.5 72.2 100:0 76.9

60.0 8.3

40.0 91.7

40.0

60.0.

93.3

11.8 0;0 -0.0. 0.0 n.32***
88.2 100.0 100.0 100.0 (df=1)

8.3 .10,0

100.091:7

'83.3 17.6
8.0

6.7 ,16.7

11.1 0.0 -0.0 6.89**

88.9 100,0 100;0 (df=1)

11:1 0.0

- 44.4 -

82.4 44. 100.0
Averarzas

248.1 145.5- . 184.0 80.0 43.3 24.5

37.8 19.6 21.7 ,2:.8 6.' .4%0

,:6.6 7.7 8.3' 8.1 6.6 ,A,:tq

*7.7 47.13* r

0.0 (df=2)

92.3

u MultiVariate Analysis of Variance, Variables 5, '16, and '73'
p

,..-..,..

Effect

1

2

root 1
root ,2

df F-Statisticr
1

1

Univariate Effects (.05)

Level: root
a root

,Tale
Interaction:

'

6;136
2;68.5
3;68
6;136
2;68.5

- 12.56***
5.82***

8.50***
3.16***
2.82

5;6,7

5,6

6

1Test of differences between levels of discussion, stories pooled.
Categories combined to raise expected frequencies to appropriate levels:
for tense, mixed÷present; for opening and closing,, synopsii-sumary;

for dialogue, describednone.
?This distinction vas not made in scoring discussions of favourite

stories.

3Because cell sizes are'not'proportionll these effects,are not
orthogonal. In each case the effect is tested,after allowing for the
influence of the other.effect. Sinoethere ar4,3 categories for levels
of discussion, the multivariate teet has 2 independent roots for the
corresponding effects.

*p<c.0.5,
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The retelling a story is clearly an important mode of response

for the younger chi dren, andontinues as a possible mode of-responie even

for the nine year olds studied here. To investigate it further,'children.

receiving the s cond interview schedule were'also read John Godfrey Sage's

version of "T a Blind Men and the Elephant." This is a rhymed fable in

eight stan z4s
12 the middle siX of which each descx.ibes the reaction of

.a blind n to his encounter with an elephant. The first blind man, for

example stumbles against the elephant's side and declares, "God bless me,

but t e elephant is Very like a wall." In'this version the poem is quite

dif icult for children even at nine, especiaily as administered with a

s ngle reading and no accompanying pictutes or explanation. The language

is /bizarre and'there is no real plot or narrative structure to lead the

c/ird from one inci e to the next; incidents Could be rearranged

without affecting the poem's sense and meaningfulness.

The .poem was introduced to be listened to carefully so that it

could be talked' about afterward. It was then read to the child, and

followed by a general question asking whit it was,'about' and then a

number of specific 'comprehension' questiont. Finally, each child was

asked to tell the story back again. These. retellings were scored for

the number of incidents and of details repeated, on the basis of a more -

or less arbitrary division of the original poem into one incident for

each blind man; and 52 specific details (cf. appendix III).

Orra task such as this,.the older children should be better at

both comprehending and repeating back the story; this was consistently

the case but is relatively uninteresting. More important ia the e:Ctent.

to which the fibre provides evidence about the general question of how

12
A -ninth stanza drawing an explicit moral with even more advanced

vocabulary war,- o.nitted for the present'' investigation; a copy of the
full poem'is.Included in appendix IV.
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Table 24: Characteristics of Retel
1

ings of an Unfamiliar Fable t

r ...

-

!If i i :
r '

P

= 6
Characteristic :'

1
. 4

1. Consistent past tense '

2. Formalopening
3. Formal clbsing
4. Use of dialogue
5. Use of parallel structures
6a Assimilation to own world

7. Retelling of ending

8. Retelling'of"ublind"
9. Time sequence: :okay

jumbled
indeterminate

10. _Three or more incidents retold`

ercent

,...e

.
.

1
Chi-Square

(df=1)-. -

Age 6
(n=22)

Age 9
(n=22)

77.37, 100.05

___---
. N

9.1 59.1

,'

.10.12***

4.5 0.0 nsd

22.7 21.3 - 0.00 !

59.1 90:9 . 4.36* °

27.3 27.3 0.00

0.0 36.4 .7.49

40.9 54.5 0.36
9.1 50.0' . 12.55***

31.8 36:4 (df=2)

59.1 13.6
22.7 63.6 , .5.93-;*

, . . 3

Average F-Statistic

11. Number
.

of details retold I 6.7 .15.9 '4 25.14**
(df=I;40)

1Test Of age differences. There are no signifiCant differences

between the sexes. on variables 1 to 10, using c4i-sb.uare tests "With ages

pooled Fisher's Exact Test was used where only probabilities are given.

LMedian Test on number of'incidents (out of 6) retold-.

3From t:;o-factor (age x fe z) analysis of variande. "Ir-Eor sex =

nsd; F for interactions = 0.06, nsd.

*p.<.05, two-tailed
**-p<.01

***p<.005

the child goes abbut the task of responding with a repetition of a story.

Bartlett (1932) has found that a similar task with older subjects is,cne

highly productive method in the study of memory; he concldded that such

narratives are in fact recreated by the teller rather than simply repeated.

Though this was not a major focus of the 'present investigation, some

evidence relevant to th-genbral hypothesis was collected. Table 24 '

' summarizes the general characteristics of the retellingsat six and-nine.

Those scores for which the age differences are significant generally

reflect the difference in the ability of the two agegroups to manage the

task at all. The 23 pePtent of the year olds who do not use the past

tense, for example, are children who find the task virtually impossible;

none actually offered an extended present-tense discussion. The lack of

21a



ot*

-211-

formal closings at either age is related-to the fable itself: it ends

with the statement that "each of them was partly right, and all of them

were wrong," rather than with,a formal closing of the type that would have

been scored here. The relatively low use of dialogue at both ages is

probably also a function of the particular fable. Though each of the six

blind men does declare what the elephant, is,-these comments are offered

as mono gue; most of the story repetitions iimply-report it back as

z
"The first blind man said'that the elephant was like a...," rather than

using a dialogue form. The naintenance of the tine sequence of the
4 ,

originalds surprisingly good, with only about a third clearly jumbled

at each age; since there is,no evident logic in the ordering of events

Within the fable, this is,probably.a function of short-term memory. (The

large number of 'indeterminate' responses at six results because so many

13-
'4.

.

A
t
'i

.
,

children are unable to repeat more than one incident.) 1,
r.1

.

,

If a story is,.reconstructed rather than simply repeat by rote,.,,
,,.

then a child, should be more likely to repeat\ those parts of the story that

he has understood and to leave out those parts which have been incompletely

assimilated. To investigate this, the 'comprehension' questions sampled

understanding of several details which were later noted as repeated or

not repeated in the course of the retelling. These included thefact that

the men were 'blind', that they were "to learning much inclined," and the
--- -4--

ending which proclaimed that "each was partly in the right, and all of

them were wrong." None, of the children at either sYx or nine repeated

"to learning much inclined," so that fell out of the analysis. Of the 13

13The responses are also of'some interest as a contrast to the
discussions of 'Little Red Riding Hood" by the same children. This
comparison is vitiated, however, by the extreme difficulty-which the
y nger children 'have with the tas%. rven,so, at both six and nine they

significantly more likely to use the past_tense tthen asked to 'tell...'
ham when they are asked to 'tell about...', using cNemar's test of the
significance of changes (.008 and .001 levels at.six and nine, respectively).
Compnrisons of dialogue, openings, and closings are precluded because none
of then are as important in .the fable as in the story; this difference
is thus confounded with the contrast of interest, between 'telling' and
'telling about'.
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--who were able to give-n reasonable explanation of the ending] 46.2

percent also retold one or another version of it, compared with only

6;5 percent of those 31 children who were not able to-explain'the ending.
__

n ,
_ . /

,

All of the nine yeaiBlUi-knew 'what blind meant, but of the 5 six year

olds who did not, all but one left it out in the retelling (compared

xiith 52.9 percent of the 17 who did know what blind means). The difference

for retelling the ending is highly significant, that for blind, though

in,the predicted direction,_is not.
14

Two other -dspects of the data in table 24 are particularly

interesting. One is the proportion of retellings which give direct ev idence

of assimilation of the fable to the childq world. This is c'count of the

number of retellings whiCh show clear shifts in the content of the fable

to bring it more into line with the child's system of expectations;

is not concerned with the pervasive phenomenon of paraphrase and recas', ing

within the child's accustomed syntactic and semantic frame. These,

aUloimilations, occurring in just over a quarter of the retellings at both

agps,.w.e highly idiosyncratic; they range from Bruce 3. (9;7) who

transforms the "six men of Indostanu"into tourists", to Alec T. (5;10)

who virtually starts over again:

Nev tell me-the st-Ory again.--IIIIWtremenTLILLIcaaLttraTI.--
Tell Ae what you remember. -I know you only heard it once so you won't
remember all of it.--I think I don't know.--What was it about?--I don't
know about the story.--Who was it about?--I know what it was about. It
was about an eleohant.--Uhathappened in it?--They killed it.--Then

what happened?--Thev went, then they went away Ind saw another elephant
and they k -, they didn't kill that one because that wasn't the sane. It

was a baby one.--Then what happened?--The elephant, the baby elephant
took them to the - elephant catty. -And then what happened?--Then they wrth

gain-, home the rest of the elephants gave them a ride hone.--Is that

the story I just read youl--Sono of it is.--Which is the story I read
you?--Don't know.--Can you tell 'me the story I wad you?--I don't know

that. I forgot all about that one. - -:hat can yoenember aboqt it ? --
I remember that a. , they'said it was n fair and they said it vas, the

-s. 1/;Chi-square for endfng = 7;22, df=l, 12.(.007, two-tailed; Exact

Test for blind, using Siegel's (1956) tables, nsd.
-- ...
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first nan said it was, I think he said-tt vas az bush, nof it
could be a bush, he could of said it was/a. bush. (long pause)- -

Um, hoW:did it end?--Hanoily ending and the elephant cane friends

with the two men.
--Alec T., (5;10)

The other score of considerable interest Is the use of parallel

linguistic structures as a device around which to build the retold

versions of the fable. In the original, there are 6 parallel incidents,

each involving one brInd man encountering the elephant and declaring

firmly his belief about what the elephant is like. Each of these incidents

is presented in a different stanza, and each stanza has a unique, internal

linguistic structure; they are not related one to another simply by

word substitutions. In the ellings, however, virtually all of the

children who managed the task en somewhat successfully assimilated the

structural parallelism between these 6 incidents to a sir le linguistic

one: "One man thought the elephant was like a wall. One man thought

the elephant was like a snake. %ne man thought,..." (There is a partial

model for this in the last line of each stanza, which takes the form

"the elephant is very like1- a

formulation.) ,

What process does all of this represent?. Simply put, the children

," but none of the children use this

seen to for; patterns of expectations about the fable out of an amalgam

of their previous experience and,what they understand about the fable

itself during their brief encounter with it. Then, like they younger

children telling stories of their own in the Pitcher and Prelinger (1963)

collection, they Itell'it back' by conforming as closely as they can to

these patterns of expectations, filling out their specific memories of

the fable with their general expectations about stories anc: language.

The present data do not 'prove' this ineerpretation, but they reinforce it,

and as such, remain consistent with the general theory outlined in earlier

chapters.

r.

-r A
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Categorization of'Story Characters

In discussing the nine year olds' use of summarization in responding

to stories, we suggested that those responses involved more 'categorization'.

than did the answers from the younger children. The series of questions

( on the roles of common story. characters,' discussed from another perspective

in chapter IV, throw further light on this point. Inthat series, six

and nine year olds were asked what a lion, wolf, rabbit, fox, fairy, and

_witch in a story were 'usually like', after being reminded that a turtle

in a story is 'usually very slow4. As well as being scored for evidence

of knowledge of the roles these characters usually play, responses were

also scored for the way in which they suMmarized the roles. Two major

categories of response were noted: one, d.irectly'paralleling the

'retellings' in the discussions of .stories, described one or another

... ,41,
' incident in Ithich each the chai:adt9r-typCs participated; the'bther

44

! categorized' the character:into a rble,summarized With an adjective.
, .

Frederick's response is typical or those which concentrated on actions,

Robert's of those which categorized the charzicters:
4

What is a lion in a story usually like?--It catches neoPle.-1What is
a wolf in a story usually like ? - -pats people.--How about a rabbit?
What is a rabbit in a story usually jumps about, in the air.- -
What is a fox in a story usually like ? - -It was in the sea.--A fox.
What is a fox in a story like?--We hear a story about a fox, and it
was in the sea.--What about a fairy in a story?--Kills
fairy? What is she like in a stony ? - -Gives peoole clotlies.--What about
a witch in a story?--They're horrible.

--Frederick C., 6;1

What is a lion in a story usually like?--,Outra,zeous.--OutrageOus? How
do you mean?--Really angry.- -;;hat is a wolf in a story usually like?--
Annoying.--What does it mean to be annoying?--He jumps up' at
How about a rabbit? What is a rabbit in a story usually like?--Nice%--
How about a fox? What is a fox in & story usually like?-- Terrible. --
What is a fairy in a story usually like?--Calm.--And a witch? what is
a witch in a story usually like?--Terrible.--What does she do?--Turn
you into'rabbits.

--Robert W., 9;2

DrOpping four six year olds who did not have firm enough expectations about

the roles to respond at all, 72.2 percent of the remainder at six but only

2
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,

.

36.4 percdnt of the children at nine responded with actions rather than

with some form of summarization.
15 Thig result is strikingly similar to

that-for discussions of Stories as a whble: citing of 'incidents dominates

at the preoperatiorial stage Wand categorization emerges in the group

which should be biased toward concrete operational modes of thinking.

5. The Ability to Generalize
.

The shift from simple retelling andsummarization by the younger

children toward analysis and generalization by the adolescent seems to

have at its heart the recognition that a discourse may operate at more

.

than one level of meaning. 'The young child'' simple concern with the .

NI\

action suggests that to him the story remains largely a patterning of

L.

events; the early adolescent's ability to analyse reflects the recognition

that thispattern has a purpose and conscious ordering; while the

generalizing responses of the older students studied take the work as

representative of'a broader theme or message. To explore the extent to

which these differences in preferred mode of discussion parallel differences

in the ability to draw generalized meaning from a Work, another series of

questions were based around common sayings. Kenneth Burke (1957, pp. 253 ff.)

has treated proverbs as the prototypical literary form; without making

that strong a claim, the present investigation does assume that the way

in which common sayings are understood will be'directly related to the

way in which more complex. spectator-role language is conceptualized.
Each

interview schedule used with the six and nine year olds included one

saying for the child to explain: "You must have gotten out of the wrong .

side of the bed this morning" was used in the first interview schedule,

"Uhenthe cat is away, the mice will play" in the second. Both-of these

*
15
Chi-square for age = 3.77, df=1, p<(.05, two-tailed. 'dhi-square

for sex = 0.11, d_.21, nsd. Responses scored under Isumnarization' had
an equal or better mix of action and summary for the 6 characters.
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have a literal and a general meanie,;, but in the first this general

meaningsis less clearly related by generalization from thd'concrete .

situation; its meaning seems more socially negotiated than individually

arrived at. In general, children below the age of eleven or twelve are

not successful in specifying adult meanings for such sayings (cf. Piaget,

1926; Uatts, 1944), but granted tha-t, tke present study is concerned

with how they'are understood from the child's point .of view.

Responses at Six and Literal Interpretation

Table 25 sur=arizes the results from this' series of questions.

At six, the, children quite uniformly interpret the sayings literally, or

simply refuse to answer. The following are typical literal interpretations

of the wrong side oLpthebed:

I never get out of the wronq, side of the bed.--YoU don't? What is
the wrong-side?--Inside.

--Nicole H., 6;0

But I don't! I.go around to the right side.
--Zric H., 6;1

No,J haven't.- --fiat would it mean if someone said it to you though?--
They'dd be telling me wrong.

--Sam C. 5.9

"1.1hat the cat is almy, the Mice will play' to d d to produce longer but

equally literal answers; it also provided an oppottunity to push the

children a bit about its possible relevance to people:

The cat is sho27)ing_, and the cat likes the mouse.--Couldit mean
something about children>7The children have a mouse and a cat.

--Colin C., 5;11

That means the ,nice will Play all over the room and look for cheese.
And when the cat comes back he'll ,hurry right in his hole.--Could
it mean anything about children?--One child's got a cat and one child's
got a mouse.

--Terrence P., 5;10

Cause when the cat's not there the mouse come out, and the cat eat
the mice. - -Could it mean anything about children?--No.

--Sarah L., 5;9

Such literal interpretations are offered by 50.0 percent of.the six year

Olds in response to the wrong side of the bed, and by 86.4. 'percent in

response to the cat and mouse. None of'the six year olds offer a more

2fa 47'
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Table- 25: Explanations of FaMiliar Sayings at Six and Nine'--

N
7

` "You must have gotten.out of the Wrong side of the bed this morning."

. Age 6e Age 9 _ Chi-squarel

(n.22) (n=22)

' a. Don't know 50.0% 31.8% . 23.22***

b. Literal 50.0 4.5 (df=2)

c. Any understanding 0.0. 63.6

"When the cat is away, the mice will play."

a. DOn't know 13.6% 9.1% nsd

b. Li.teral'' ' 86.4 81.8 (b vs. c)

c. Any understanding 0.0 '9.1

"Could 'When the cat is ,away, the1hNe will p14yt

mean anything aboutvpeople?"'

As,

a. Noy or don't know 90.9% 72.7% 1.38

b. Any understahling 9.1 27.3 (df=1)

1Test'of age differences. There are no significant differences

between t 'he sexes on these variables, using chi-square tests with ages pooled.

2Using Fisher's Exact Test.
3This'was asked as a follow up to the initial reiponie0-children

who initially applied the snyingto people are included here" uhder 'any

understanding'. The difference in the degree to which the six and nine

year olds alter their response,nfter this follow-up is not significant

(chi-square = 0.13, df = 1), but pooling results for both ages, the

.
question does raise the overall degree of understanding (chi-square =

6.13*, df=1)."

*p< .05

**P<.01
***p<.005,

generalized meaning; the source of the difference in responses to the

two sayings lies in the numbeF who think they understand at all.
16

,-,

By nine, the children are beginning to shot/ some understanding of

the first shying, but there is little change foi. the cat and mice.

Answers deals n4 with the wrong side'of the bed vary, but most are related

to the situation of having slept poorly:

16
The difference in the number of,,children responding to each

saying at age six is significant at the '.05:level; chi-square = 5.13,
df=l, two-tailed.
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-- Robert Z1., 9;2

--Frank 10;1

The .person who got' out is angry lath) Oepole.
--Deborah , 9;3

You're grumpy.
--Helen A., 10;1

Only'a few7children,have begun to move away from the literal on the

other saying:

It means if somebody is away, the other Peison will do something.
they're not supposed to. - -Does it mean anything about cats and mice?- -
No, not really.

--Doreen B.; 10;0

Cause when the 'cat is away, when the cat is here the mice don't
come out cause they know the cat would eat them but when the cat
is away they always cone out and-play.--Do-You think it might mean
something about children?--?ardon?--Do you think .it might mean'
something about Children?--Yes. Because sometimes they have fights
and if they have a light they know that somebody wants to do it again
they don't want to coma out. but if they're away they want to come out.

--Belgin C., 9;2

Such responses are very rare; only.9 percent of the nine'year olds give

them without prompting, and even with prompting the figure rises only

to 27 percent. For the first saying, on the other hand, some 64-percent

have begun to cite a more generalized meaning. The difference in the

proportion of children who move beyond the literal level in response to

each.saying is highly significant,17 but the explanation is unclear.

It may be that the discomfort the'six year olds feel at the illogicality

of getting out pf the wrong side of the bed pushes the older children to
, .

look beyond the immediately available literal answer. On the,other,hand,

it may be that the generally accepted meaning is itself situationally

derived,-based on a loose association between sleeping poorly, lwrongl

7077'. I

beds, and poor behaviqr. This type of reasoning does become accessible

17
Chi - square for differentes'between the sayings at age nine

(11.88, p<001, twoltailed.'
'
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during the concrete operational period, and should be available to many

of the nine, year olds in our samples. ,More evidence is needed tp fully

untangle the differences, but it would not be surPrising to find that

both the illogicality of the literal interpretation and the availability

of the situationelly-based one contribute to the results.

Changes from Nine to Seventeen: Exeplification-and Generalization

A parallel series of questions was inclpded in the questionnaires

used with older students. For this series, "You must have gotten out of

the wrong side of the bed this miming" was replaced with "Birds of a

feather flock together"; this and "When the cat is away, the mice

play" were presented at theend of the questionnaire, with the general
4

instruction, "What does each of the following, sayings mean?"

Written responses at nine are very similar to those in the

interviews: the majority of the children, give a literal exNanation of

the situation depicted (table 26, below).
18

Whereas the'cat and mice

paying is more difficult than that about the Wrong side of the bed, it

is significantly simpler than "Birds of a feather flock together." For

,this last, sone 33 percent o the nine year olds give no response at

all, compared with only 7 percent for the cat and mice. In the older

age groups, two new sorts of responses come into prominence. In table

26, one of these is labelled 'exemplification', the ocher 'generalization'.
4

Exemplifications are responses which are based primarily on analogy:

the situation described in the saying is sepn.as analogous to some other,

quite different situation. For the cat and mice, for example, the

student may simply substitpte teacher and pupils, homeowner and burglars,

parents and children. Often this concrete example is qualified with "it

18
The oral and written responses to "When the

will play" at age nine are based on separate samples
hot differ from one another in either the proportion
or the proportion 'showing 'any und nding', using
Test (Siegel, 1959.-

222,

cat is away, the nice
of children, and do
giving no response,
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Table 26: Explanations of Familiar Sayings from Nine to Seventeen

Percent of Students
"When the cat is away, the mice will play.".

Comprehensive Selective
SchoOl Schools

Age 9 Age 13 Age 13 Age 17
(n=30) (n=30) (n=20) r(n=20)

a. Don't know 6.7% 10.0% 5.0% 5.0%

b. Literal 86.7 3.3 15.0 5.0

c. Exemplification 6.7 83.3 70.0 . 5.0

d. Generalization 0.0 3.3 10.0 85.0

"Birds of a feather flock 6aether."

a. Don't know 33.3% 26.7% 15.0% 5.0%

b. Literal 60.0 3.3 0.0 0.0

c. Exemplification, 6.7 26.7 50.0 5.0

d. Generalization 0.0 43.3 35.0 90.0

a. Same level of response to both
b. Higher for cat and nice
c. Higher for birds of a feather
McNemar's Test of Difference
Between the Savings:

Chi - Square for Age Differences
2

Catand mice
, Comparing categories

Birds of a feather
Comparing Categories

Both Sayings

66.7% 43.3; 50.0% 90.0%,

30.0 . 16:7 15.0 0.0
3.3 40.0 35.0 10.0 .

4.90* 2.17 0.90 nsd 1

9 vs. 13 13 vs. 13 13 vs. 17

33.42ece.* 0.06 19.87***
(b,c+d) (a+b,c+d) (c,d)
df=1 df=1 df=1

32.03*** 3.15 9.74***
(a,b,c,d) (a+b,c,d) -(c,d)
df=3 df=2 df=1

1
Binomial test, following Siegel (1956) foz small expeCted frequncies.

2There are no significant differences between the sexes for either
saying, using chi-sqUare tests with ages pooled.

*p..05

***p< .005

is like when...," with the implication that the student recognizes tit

is example is only one of a larger set* possible substitutions. Still,
r4

the explanation remains tied to one or another specific situation rather

than moving to some sort of generalization which would encompass all of.

them. The following are typical answers of this type:

22 ,)
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When the cat is awayt_the mice will play:

Means that when masters are near we all stay quiet and polite and

vicei..versn. (tarry D., 13;2)

Means that when the parents are away you can hAve cope fun.
(Edward S., 13;4)

It means that with no danger around you can enjoy yourselVes.
(foam R., 13;7)

It means like whengyour parents go out you get out .the whiskey,

and get out the biscuits and eat them.
(Harold H., 13;3)

I.e., if z1 teacher goes out of-a class the class will probably
instead of working muck about.

(Diana L., 13;6)

When the teacher goes out the children shout.
(Gail H., 13;10)

I

The mice represent perhaps some burglars or other criminal persons
waiting for the guards on other authoritative persons to go so they
can steel or other such criminal action the jewels or other such
valuables. The guards being the cats.

(Kurt J., l3;6)

(Birds of a feather flock together:

If a man is in need of help, other men of the same faith or religion
will help. (Ronald H.; 13;4)

Bad people'stick together And good people stick together.
(Slaine G., 14;2)

Animals of the same kind flock together, this is true,, e.g., Pelicans,
Lions, '3enguins, and sometimes human beings e.g. Hells angels, Gangs
of youths, having the same crazes, and to fight other youths who
they think follow a stupid craze.' The upper classes are separated
from the poor and some would never think of nixing.

(Vincent.M.,.13;8)

In-contrast with this concrete understanding-by-analogy, another set of

responses provide a generalized formulation of the meaning of ,the sayings.
41.10.

Again, the following are typical of many others:

When the cat is away, the mice Fill play:

When restrictions ,are lifted, behavior nay become a little bizarre.
(Charles G., 18;2) '

When authority is absent, then the natural order of things begins
to break outs. (OrlandoF., 17;2)

When there is no governing force, e.g. fear. over life, one is free_
to do as one chooses.

' (Winifred S., 17;5)

224
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able to subsuile a whole range of alternative concrete phrasings, but also
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Offered complete freedom, the previously oppres d/wIll take
(Beatrice F.; 16;10) / /

/
advantage of it.

Birds of a feather flock together:

People nitre 'similarities tend to congregate./
(Charles ., 18;2)

People with similar interests, attractions', etc. often herd together.
(Nigel L., 010)

/

Similar people (similar in any way) te d to get together either out
of inclination or epediency.

(Gary R. 13;7)

In life people automatically move t wards those with the same
characteristics as themselves.

(Wini red S., 17;5)

Any group of people who have something in common. tend to Come
together for that reason. (Alice H., 16;5)

This movement toward a generalized statement often loses the vividness

and immediacy of the exemplification; it was to.give some feeling of

this that the examples in the two lists were cultiplied. This loss of

uniqueness carries with it a corresponding gain in efficiency and in

interpersonal consistency. One formulation of the meaning is not only,-

4

1
tends to be much closer to the phrasing that other people use. Still,

i what is being called 'exemplification' in coding these responses should
t

1 not be down-graded; the students giVing this type of answer quite clearly.
A '

'know whet it means' to use the sayings, and may also have begun to see

the meaning in the stories and poems they read and'write as embodying a

similar 'conorete abstraction'.

Table 26 shows very clear age trends in' the use 'of these types 5,),-

response. For the cat and mice saying, by thirteen almost all are

giving an exemplification, in both the comprehensive and the selective

school settings. By seventeen, this pis ,replaced by an almost universal

.
generalized response. "Birds of a feather..." shows less tendency td

'
lead to eXemplifiCation; at thirteen there are both a higher 'proportio

of students who give a generalized answer and a higher proportion who

do not know what it Means at all. By seventeen, responses to the two

225
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sayings again Corn into balance, with generalized formulations dominating,

for lth.

The intercession of exemplification between the literal interpretation

and the fully generalized one may be relevant-to the earlier finding that

students at thirteen are much more likely to use analysis than to use

generalization in discussing stories, even though both operations are
4

dependentupon the acquisition of formal operational schemata. The

present data suggest that the generalized formulationwhich is similar

to the problem in formulating discussions of 'theme' or 'message' - -is

quite difficult, and emerges naturally only after an intermediary stage of
4

relating the statement to other similar situations. This intermediary

. .

stage, however, is one which has little equivalent in our traditional

modes of discussing literary works; rhrely, unless we ask, for another

spectator-role discourse in response,,do we give students a chance to
.

make this :Art of connection between the experience of the w6rk ant -other

experiences with which they may be familiar. We,might expect, in fact,

that by thirteen they could make such direct analogi s quite baslly, but

'since-it is not what they are expected to do in writing about literature,

they have not done it spontaneously in the course of answering the present

I set of questions. if this is the case, the emergence of analysis without

1

.

are analysing but not' generalizing, but because their geperAlizations are

generalization in so rany of the essays would no.t be because the students

4 not in a form that they have bebn encouraged to consider appropriate to

liritten response.
19

Response; to the two sayings differ significantly from one another

I

for the nine year olds, and also significantly but in the:opposite

19
This sort of response by analogy or exemplification

to be encouraged in speech than in writing. This is usually
'making it relevant' or 'seeing connections', but perhaps it
given a more respectable function and encouraged more freely
as well as in speech at this. ag.51, _
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20
direction for all of the thirteen and seventeen year olds pooled. This ,

seems to,be because the second saying is more obscure than the first,

raising vocabulary problems (especially for 'flock') and providing a

less clear concrete situation to which analogies might be drawn. The

greater n,oportion of generalized explanations may even be an artifact,

in that t'

1e

most co..raon formulation of the generalized explanation, "People

who are alike are attracted to one another," is also likely to result from

a concrete proach -by- analogy or exe ication. Again, more data

would be neec. d to fully untangle the various threads.

It is wo th noting, too, the .extent to which all of the explanations

except 'don't4k w' do represent a response which it is reasonable to call

understandin,. T. e children at each age do have a characteristic way of

approaching diicourse in the spectator role, an approach presumably

controlled by an underlying set of constitutive rules which validates

the resulting formulations as reasonable and appropriate. The adult and

the child approach their tasks in very different ways, but the child's

ap ?roach is merely different; it serves little purpose to call it wrong.

6. Related Research

Several previous studies provide some independent confirmation of

the sorts of trends we have been describing. Gardner and Gardner (1971)

have also used a retelling procedure as an approach to children's literary

skills. They sampled 12 students at six, eight, eleven/twelve, and

fourteen/fifteen years; the children at each age listened to and latet

coriPleted a story of about 300 words in length, and then repeated it to

a second investigator. At that point the whole procedure was repeated with

a second incomplete story in a markedly divergent style. Of more interest

to us than the specific age-changes which were reported are the global

20
Chi-square for thirteen and seventeen year olds poOled=. 4.97,

df.1, p<c.05. Comparisons for each age separately ate reported in
table 26.
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impressions presented, discursively though not directly quantified. In

-

particular, Gardner axed Gardner (1971) found that six year olds treat

the stories as though they are comic strips,requiting but one additional

line to complete the narrative. These lips nre "less inappropriate than

incomplete"; they refrect the immediately preceding lines rather than

4
the forces ektant in the narrative as a whole. By eight, children

"interpret the task ns an occasion to list a long series of events

involving a hero. Of,ten these epipodes are borrowed from other stories

and may be inappropriate....P These responses geem related to concrete

operational, modes of thought, with,the children attempting to satisfy

the investigators' demands-out of 'their set of 'known endings' to stories;

they are still not able to extr polate beyond the,story in a systematic,

consistent way. The Gardners ere mostimpressed44ith the performance

of their eleven to twelve yen old students, who provide endings which '

are both imaginative and consistent with the drift of the story as a

whole. With the oldest sam e there is the same overall control, but

there is more self-conqousness and uniformity in the renditions offered.

The Gardners suggest that this may represent a curtailment of literary

growth as a reaultofheightened critical self-awnrenes, but it is

possible to see this instead as comparable to the shift from.exemplification

to generalization in response to the sayingA-in the pretent study.

. There are a few other sets of evidence which can be brought to

bear upon these issues. One of the most interesting is Eliot Freidson's

(1953) descriptive account of his investigations of children's responses

to television drama. Studying American children in kindergarten, second

grade, fourth grade, and sixth grade, he found shifts very similar to

those already discussed. With the younger children in his samples, "the

total plot is weighed only to the extent that it contains incidents.that

actually elicit excitement." There is little structure to this response,
6

is Ntt its most coherent a patchwork of discrete. events that are
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exciting." By fourth grade, the plot has begun to ,be'treated as ,

".;"combinations of events," whose parts can be contrasted with one another

and understood as a set. These are,combinationg after-the-fact, ,however;

it is not until sixth ;ride that reidson finds evidence of an ability

to Predict what will happen even in highly styliZed stories, and the

teginning of an extension of this ability to other narrative'forms.

There-is considerable other evidence that thisabiliti to predict

what will happen next is quite late in developing, emerging only with the

acauisition of formal operational thought processes In early adolescence.,

DeBoer (1938), for example, used the galvanic skin response to study

children's reactions-to radio drama, and found that young children respond

to each incident separately, with no rise of fall ofintertIst over long

.
stretches of the plat, Adolescents, on the other hand, show a steady.

rise in response over the later stages of the plot. As one result, they

have a much more vigorous reaction to surprise endings. For the younger

chil.drea,_who haveLmsde no' predictions, there is nothing special about

ti

these 'unexpected' changes of direction.)

s.

Several investigators have studied this ability to draw implications

beyond the story by Pliciting responses to incomplete or specially

structured marrative material. McCreech (1970) presented 20 children

thirteen -and fifteen years with 13 descriptive accounts 9f

tragic events in everyday life, followed by "Who do you feel sorry for

in this story? Why do you feel sorry?" Dividing responses into'those in

which awareness of consequences_xas restricted to what was actually

__depictedand those in which it generalized to corvequences not portrayed

in the story itself, McCreech found no significant differences in whom

the_children'felt sorry for, but a stghificant shift in why they felt

sorry. The fifteen year olds consistently showed a more v,eneralized

awareness in contrast with thenine.year olds, with the thirteen year

olds varying from story to story. Other studies reported by Goldman (1965),

g20
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Peel (1959),-;and Case and Collinson.(1962 ) have obtained similar results

with Biblical, historical, and other narrative material: before about

the aae of thirteen, children show very little ability to go beyond the

immediately given, though.they do recognize corresponden6es and causal

relationships within the bounds of the given situation.

Finally, we need tp consider briefly the international study of

i4
e. 34.

achievement in literature (Purves, Foshay, and Hansson, 1973). This

stuff was sponsored as part of the Internetiona.1 Assgciation for the

Evaluation Of'Educational Achievement's (I.E.A.) six-subject, cross

national study of achievement; =3,,,e involved large samples in nine

countries of quite varied linguistic, educational, and socioeconomic

backgrounds.
21 Instrumentation and research design were coordinated

by an international steering committee aided by a national coordinating

committee in each of the coopera,ting countries. In each country two

populations were sampled: fourteen year olds and students ifs their

pre-university year (roughly seventeen, but varying from 'country to

country). One of the instruments used in all...countries was a mulle-

choice questionnaire based on the Purves-Rippere (196-8) categories;

this was chosen as a reasonably valid and easily 'scored measure of

literary response. Basically, it involved a rating scale of. 20 items

chosen to represent various elements in the Purves-Rippere system.. Typical

items for William Catlos Williams' short story, "The Use of Force,"

included:

2 1The nine countries were Belgium, Chile, England, Finland, Iran,

Italy, New Zealand, Sweden,. and the United States; the partition of

Belgium into French-speaking and Flemish-sReaking samples created ten

populations th9t were separately studied. Sample sizes varied from

country to country and age-group to age-group. Flemish-speaking Belgium

at the pie-university grade had the smallest representation with 464

students; Italy at the pre-univeriity grade had the lgrgest with

14,204,students. Translation of the :various tests and questionnaires

was carefully controlled to insure cross-natloal consistency.

2°3
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Is therea lesson'to be learned fro "The Use of Force"?'(iVral

Interpretation)

How can we explain the way the people behave in the story?

(Interpretation of content)

What happens in "The Use' of Force"?- (Perception of Content)

Students were asked to -answer this questionnaire three times: once about

stories in general, once about "The Use of Force," and once about a

second story (one of throe randomly rotated among students in a school).

Each time, they were asked to choose the five questions "that you think

are the most appropriate to ask" about the story. These choices were

then used to build profiles of response preferences for the various
.

samples of students.

Of most interest in the many results roported are patterns for

the two age groups as they emerged across national boundaries,. There

are of course stronc national differences, allowing the investigators,

o'conclude that literary response is in substantial part learned, but

what seems to be most strongly influenced by patterns of schooling is

the preferred mode of literary criticism. IA England, for example, ehere

is some evidence in the pre-university sample of an 'aesthetic' and a

separate 'affective- interpretative' cluster of responses,
while inthe

United States there are separate 'morel-symbolic' and 'affective-moral'

clusters. In general, the older sampleslave more firmly defined patterns

of preferences than the fourteen year.old samples, though it is difficult

to know the extent to which this is developmental, reflecting changes

,with age in consistency of response, or a product of the selectivity of

the older group in comparison with the youngerin most countries. In thil;

respect, it is interesting that- in the United States,'with a higher

proportion of students remaining in school through the pre-university grade,

there is a fairly well-established phttern of' preference in both populations,

with libtlo difference between them.

In spite of specific national differences, the I.E.A. study found a
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"remarkable commonality" in the preference patterns for the pre-university

amples, all of which shoe a tendency toward formal and thematic responses.

or the terms of the present study* toward analysis and generalization.

This is particularly clear in looking at thorie students who,,acrossall

populations sampled, received a score of better than 27 out of 36 on a

separate achievement measure. In a sense, this group represents those

i

students whose level of response copra-beexpected to be most advanced;

their preferences were: 1) "Is there anything in the story that has a

hidden meaning?" (chosen by 52 percent); 2) "what emotions does the

story arouse in me?" (48 percent); 3) "How can we explain the way

the characters behave?" (46 percent); -4) ,"Is the story about important

things? Is it trivial or serious?".(36. percent); and 5) "Is there a

lesson to be learned from the story?" (31 percent). All fi've of these

preferred responses of advanced students reflect generalizing from or
4

analysis of the work, a finding which parallels the emergence of these

response modes in the oldest of the samples studied here.

These analyses have carried us quite a long way toward formulating

a developmental model of response. -.Te have been able to find characteristically
ry

different rays of discussing a work in our various samples, and have been

'able to looscAi relate these modes of discussion to Piagetts descriptions

of developmental stages in modes of thinking. To a certain extent,

however, this has been achieved by sleight-of-hand: a whole group of

responses reflecting evaluation and engagement halie been set aside and

ignored'. These will be taken up in the next chapter and will lend to'an

important amplification of the model that has been emerging here. A

final.summary statement of the model itself will, therefore-''be deferred

_until that_in'vestigation, too, isLcomplete.

IL
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1.Antroduction

CHAPTER VIII

, THE 'NATURE OF EVALUATION-

'
In deriving the stages of literary response in the previous chapter,

responses which might be called 'evaluative, were moreor less ignoreil,..
0(

, Here we wilt argue that that approach was not simply a useful expedient,

but, one that is in faCt'a naebral outcome oethe way in which evaluation

is best conceptualized. We will also'find, however, that these primarily

evaluative responses highlight another aspect of response which has

hitherto been overlooked,'but which will be an important part of our

final model of stngesin the development of response.

Purees and Rippere (1968) treat evaluation as a major and separate

response category, with a status equivalent to that of their other

categories of engagement, perception, and interpretation. Other

investigators have questioned this approach (cf. Cooper, 1969), and

Purves and Rippere themselves abandon it when they move to the somewhat

finer system of analysis by subcategory: their subcategories of 'affective

evaluation', 'evalubtion of method', and 'evaluation of author's vision'

have a direct if not exact relationship to the major oategories of

engagement, perception, and interpretation.
1

It is more profitable to recognize that evaluation is a very

different sort of prOcess than those reflected in wh0t we have been

calling 'description' of the work; rather than something separate from

the descriptive response, evaluation is a process which subsumes it. In

the adult, evaluation is ordinarily a superordinOte construct, and one

that is apparently of major impOrtance in the 9,rganization,Of a person's

ft>

system of construing. Notonly are most things evaluated, but this

"-r 1Purves and Rippere point this out 1,h presenting their scoring'
system, but they do not develop the impl1bations of their insight even
to the point of making the subcategories' exactly rather than roughly
parallel. One of Cooper's (1969) high/sChool junio s commented that the

other three categories "are the pointi you would.u.e to explain why you
liked or disliked the story" (p. 140).

2,S3
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,evaluation Structures and controls further categorization (and category

search) in which the element may beco-me involved (cf. Cermak, Sagotsky,

and 1:oshier, 1972). In our presen context of expressed response to

literary wOrks,his leadsus to look-not for evaluative responses that

are sepurate ftom descriptive ones (or in curves and Rippere's system,

from engagement, percept' nd interpretation), but for the extent to

4
which descriptive responses carry an implicit explicit, positive or

negative evaluative marking as well. If this is a realistic approach,

responses which might have been separated out a41,evaluative' shpuld

show levels directly comparable- to the levels of description outlined in,

the previous chapter;- the evali6tion would be nothing more than a

further ordering of an initial descriptive response. .(Conversely, it

is useful to look at the extent to which res.:Yonses which are unmarked for

evaluation are nonetheless treated, as part of the system of evaluation;

this will be taken up in the next chapter;)

The atteir to study forms-of valuation in this way very quickly

7.

runs into the problem of how-to handle Purves and Rippere's general

category of 'engagement', or more,particularly, the expressed.reactiOn of

the reader to the work. Responses `which profess ident4fication are-
. 5'

archetypal examples of the sort of materialbeing dealt with here, and

highlight the difficulty: on the one hand they seem very different from

the 'descriptive' responses dePt with earlier, and on the other hand .

they are not in themselves evaXuative.
2

The scoring` of essays for levels

of discussion avoided this pioblem by treatin7 the essays as wholes; So

that analysis, summarization, and generalization Could. lie 5aseplon the

context within'which engagement_was expressed. Tfils simply begs the

queStion of what such a response 'really is'.

.2
It_is common enough to praise a book because one has felt 'involved'

in it; on the other hand such involvement (rather than 'Reason') asipart
of literary response was Plato's main objection to poetry. If enga?,ement
Wore nothing more, than evaluation, such a situation would be paradoxical.

--234



Objective and Subjective Modes
.

The most productive approach. ere is to return to the distinction

made in-earlier chapters between what Susanne Langer (196.7) has called

!objective' and subjective' nodes of feeling. Subjective feeling is a

response arising internally and personally; it can be felt, described,
0

and even understood, but it canhot be shared: One of Langbr's examples

is a toothache: we can each have one, and understand one another's, but

however much we may want to give it away, each particular toothache

re.mains ours and n& one elses. Objective feeling, on the other hand,

is something felt as thOugh it comes frbm outside of the person; the

tacit component in the response is lower and there are external, publicly

verifiable correlates. Visual perception is a good illustration of this

process: though what we see is the product of internal electrochemical

changes, there in. a feel:Ai% of 'objectivity.; in the visual response which

the. toothace never shares.

Subjective feeling arises.within us; objective fee rk, has its

source outside of us. Literary response "involves both. The objective

response to the work.is essentially what the previous chapter discusses

without quite reaching this formulation: it is concerned with the publicly

re
. ,

verifiable characteristics of"the work. These characteristics may range

all the way from the precise details formulated in a 'retelling, to

consjderations of thee home or structure or point of view. Though the

-co"

.v

complexity of a work of literature may lead us to disagree about'these

characteristics, especially at the'level*g of analysis and generalization,

;:f.

,these disagreements are ultimately disagreements about shared systems of
..,

rules for construing, about conventions of communication which are rarely

- -explicitly formblated but,whichare, in theory, fornulable.

A

The subjective response to a work, on the other hand, is the product,
4

of. the interaction of the work with qui. particular system of constructs; the

feeling that results is the product of an ,internal, personal, slow, processs

kr 235
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of assimilation, a process which cannot in principle be described by

publicly verifiable conventions. (We can agree on the characteristics
.

-of an adventure` story, for example, but we'will not be able to agreeon

which adventure story each of us will find most exciting.) :This personal

response also begins with the stimulus that the work provides, but it

varies with the state of ,the total matrix of mind at the time of exposure--

how tri-le-d-we are feelin7, what distractions there are, what problems are

bothering us most. This subjective feeling aroused by a work has its own

characteristic nodes of expresion, and by recognizing and separating

them from those modes which express objective reactions to a work, we

can begin to systematically untangle the various strands of response.

2. Developmental Stages in the .;valuation o:Z1Stories

During the course of_discussing favourite stories and stories known

well, some evaluation emerged spontaneously. The amount of evaluation

fluCtuated considerably from sample to sample, however, and provides only

a limited basis for exploration of various forms. A second series of

..questions, specifically focussed on reasons for-liking or not liking stories,

provides a better starting,point. During the first interview schedule,
411..

UOIR

4v.
children were asked why they liked or did not like specific stories that

40,

they had earlier evaluated. On the open-ended questionnaires, a parallel

question was phrased more generally as, That reasons are there for liking

a story or poem?" CA separate question asked for reasons for not liking

stories or poems) ,Iga1n, the analysis began by categorizing the responses

into the T=urves-Rippere (1968) categories, in this case on the basis

of reasons rather than of T-unit's. In a response of'the form, "Reasons

for liking stories are that they are exciting, well-written, orliking

for example, each of the adjectives was separately categorMd.

This analysis very quickly ran into trouble: though.the context,of the

questiOn was such that all ot the responses:needed to be treated as
. 4%7

evaluative, the variety in the responses made this limitation seem

-23G
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unrealistic. Rather than the limited number of 'evaluation' subcategories

and elements, the responses had the same range that had emerged earlier

in the analysis of theessays; all of the elements seemed relevant,

except that now each was also marked with a positive or negative evaluation.

Asked for reasons for liking, some children described incidents or

summarized theplot, others professed involvement or engagement, still

others analysed the style or theme of the work. At this point the

attempt to use the .?nrves-Rippere (1968) system of analysis was abandoned,

and a new system developed on the basis of the protocols and the results

of the analysis of levels 19/discussions of stories.

Two diMensions were ultimately used to structure the analysis of

evaluation. One separated evaluations of subjective from evaluations

of objective responses tb literature, 3
the other preserved the earlier

division into 'levels' of response. With both dimensions,, the working

assumption was that the process involved first a response (objective or0 ,

subjective, and at a given levelvof,corlplexity), which was then given an

evaluative marking. This approach, involving the redefinition of

categories and then scoring and tabulating them for each sample, produced

very striking results.

Undifferentiated Zvaluative Responses,

fan
44

The first stage of evaluation is characterized by an undifferentiated

evaluative.retponse which the child is unable to explain. The subjective

and objective responses seem thoroughly linked at this point, not because

the child has begun to explore the relationship between them,,but because

he has not begun to separate one from the other. When asked to explain

why he likes a story, the child will say "It's nice" or "It's good," and
4

pushed about Why it is, nice, will respond, "Because I like.,it," or

3
Note that this is not a concern with objective and subjective forms

of evaluation, but with whether whatis being evaluated is a subjective or
objective phenomenon. Whether the evaluation itself is subjective or
objective is a separate problem, related to the distinction between 'liking'
and 'judging', and will be discussed later:.
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sometimes he will just shrug. When he does choose td:elaborate, the

rationale which is offered is syncretistic: the evaluation is linked

to one.or another striking aspect of the story rather than to a

conceptualization of it as a whole.' Thus:

You said you liked the story 'Hansel and Gretel'. Why did you like
it?--They got all the maney,hnd the mold.- -You said you did not like
the story 'Little Red.Riding Hood'. Why didn't you like it?--He
eats the grandma.

--Jon-14., 6;2

.

You said you liked the story 'Cinderella'. Why?--It's nice.--Why do
you think it is a nice story ? - -Ste went to the ball.--You said you
do not like the story about the three little. pigs. .Why not?--They
ket all eaten AID.

P,, 5;10

I like the Lion, the Witch,.and the Wardrobe becauseiwpen the
children were playing Hide-in-seek one hid in the wardrobe and,
hid behind the clothes and found herself in a cold snowy land.

--Helen A., 100:

wizIn table 27 (below) which summarizes the results from the questions

on reasons for liking and not liking stories, responses which go no

further than "Ws good" are recorded as linked global responses; those

which include the citation of some specific part of the story are

recorded as a global evaluation of an objective response. Clearly both

forms arevery important-among the six year. olds, appearing in 50 and

j6 percent of their answers, respectively. Both types of response then

fall-off sArply, disappearing completely in the thirteen year old

samples.

Evaluation as a Class-Attribute

At the concrete,operational stage, evaluation becomes systematic in ,

a way that it earlier Ts not. The child becomes aware of both his

subjective and his objective response to a work, and begins ,to classify

both kinds into general categories parked by certain defining attributes.

It is these categories which in, turn seem to be evaluatively marked,

rather than the specific details of the story itself. Looking first at

the evaluation of subjective responses, we find that these seem to be

attributed directly to the work. Thus as reasons for liking or not likinL
238
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Table 27: Levels of Objective and Subjective Response in Reasons for

Liking and not Liking Stories and Poems

_Pei-Cent of Students Using Uncel

Response Type

Specific Story. Stories in General

Interviews

Comprehensive Selective

Schopi. Schools

Age 6
(n=22)

Age 9, .

(n=22)

Age 9
(n=30).

Age 13' Age 13
(n=30) (n=20)

Age 17.,
(n=20)

Subjective ftesuonse

Any 40.9% 81.0%** 90.0% 86.7% 90.0% 85.0%

Global 4.5 0.0 0.0, 10.0 10.0 10.0

Categoric 36.4 81.9** 90.0 76.7 75.0 45.0

'Analytic 0.0 0.0 0.0 6.7 '25.0 X0.0

Generalizing 0.0 0.0 0.0 6.7 0.0 35.0**

Objective Resnonse
Any 40.9 68.2 46.7 90.0^ ``100.0 80.0

'Global 36.4 18.2 13.3 0.0 0.0 0.0

Categoric 13.6 50.0* 36.7 26.7 35.0, 15.0

Analytic 0.0 '9.1 0.0 95.0''.* 75.0

Generalizing . 0.0 0.0 . 0.0 20.0** 20.0 45.0

Linked Response
Any 50.0 22.7 10.0 43.3** 75.0 75.0

Global 50.0 13.6* 10.0 0.0 0.0 0.0

Categoric 0.0 9.1 0.0 16.7* 35.0' 10.0 .

Analytic 0.0 0.0 0.0 30.0** '55:0 70.0

Generalizing 0.0 0.0 0.0 3.3 0.0 35.0**

All Responses
/trity global 68.2 27.3* 20.0 10.0 10.0 10.0

Amy categoric 4 50.0 90.9e* 90.0 90.0 90.0 60.0

Any analytic. 0.0 9.1 0.0 63.3***, 95.0* 95.0
Any generalizing 0.0 0.0 0.0 26.7** 20.0 80.0***

kge changes are tested for each response-type, with results as
indicated in the body of the table. On all 19 variables, taking oral
and written responses separately, there is only 1 significant_ difference
between the sexes: girls are more likely than boys to respond with
anarksjIs of subjective responses, chi-square = 4.54*, df=1.

'Note that the two sets of responses at age nine represent different
tasks (specific versus stories in ggneral), different modes of response
(oral vs. written), and overlapping samples (21 children are in both
groups). ::ithin-subject tests of differences show no significant differences
at age nine on any of the variables tabled here.

*p-,-.05, comparing each column with that to its immediate left. *-

**P<.01
**erp < .005

J
t

the children cite:

...they are exsiting. (ark B., 9;8)

Because the book is interesting. (Harold H., 13;3)

Jut plain funny. (Barry P., 14;0)

A story that is dull and not exciting. (Elaine G., 14;2)
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The joint is that although attributed ta'd*the work, Such characteristics

as qnterestingl, 'exciting', 'dreary', 'happy',. or 'sad' are in fact
O

describing the way in which the work has affected the reader. They are

formulations, of subjective rather than of objective responses,'and are

in turn marked for evaluation. This last point is esilecially important;

the subjective response is not identical with the evaluative response,

but a stage which precedes it. The children do not. find it repetitive

to say, for example, "Sometimes stories are dull and I don't like them"

(Laura B., 9;11). Though the evaluation of dull is quite consistently

negative, it is still a separate stage in the response. This is

especially evident with a subjectiveresponse like 'happy': this is

positively marked for most children, but consistently negatively marked

for a few others..

Formulations of objective responses to the work have a very wide

range at this stage. They too are essentially category, based upon

criteria' attributes used to. define classes. The selection of atelibutes

sometimes seems 'analytic', focussing upon parts of a work such as its

'rhyme' or 'rhythm', but at this stage these are used to define a class

(of 'works that have rhyme' or 'works thdt have rhythm') rather than as

a means of exploripg the structure of-a particular wOrke Other attributes

Which the children select at this stage tend to be situational; content

is treated 'concretely' rather than as embodying a point or message of

a wider generality. Stories are about 'cowboys' or 'families' or 'trains',

rather than about 'how families work' or 'problems of good and evil',. The

following are typical reasons at this leve of response,:
.

I don't like Peter Pan because it is iceskating. (David H, 9;.9--he
has seen the ice capades version)

L7 don't like it] When it is ft fftsiry story. (Everett H., 9;8)

I like a story when it has animals. (L'atG., 9;2)

I hate train stories. (Elizabeth H., 9;9)

In nearly every story the same things happen. (Thomds F., 9;9)
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N. LI don't like them] Because they are long. (Trevor K., 9;6)

. -

Discussions at this level usually show liEtle spontaneous attempt'

to relate the objective and subjective .pc!spOnses. Such linkage at thee

is tendeto be situational, n matter of observed co-occurrence rather

than Of causality. Helen A.'s answer is typical:

I do not like Heartsease because it is hard to understand and is

also boring. (Hclen A., 10;1)

Other children note in.the same breath that they like adventure stories

and they like exciting stories. In a few cases a clearer link between

subjective and objective categories o response is, evident, though again

it may be the product of expectations built up through repeated

co=Occurrence rather than through analysis ofthe motivating relationship

between the two sets of responses. Thus:

Others I don't like because they are not esciting but are just

about ordinary things we do every'day. (Barry D., 13;2)

A long book if not very interesting would hot ba liked because it

would get boring. (I]duard S., 13;4) 3

It is about a type of situation you' just dOn't'dig. (Sam L., 14;1)

In table-27 above, a shift toward such evaluation of categories of ;

subjective and objective response is clearly evident for both samples of

nine year olds.. Almost all, in-.both oral and written answers, cite

4 -
categories of*subjective response as reasons for liking and not liking

. - stories, and. slightly less than half cite categories more directly based

upon the workoitself. Interestingly, the/linked categoric retriOnses do

not really emerge until thirteen (even then they are rare), sulggesting

that the conscious linking, of the subjective and objective states represents

a more advanced mode of thought. Some evidence of evaluation based on

categorizdtion is present in all of the age-groups sampled, but'it clearly

peaks for the nine year olds (where we would expect concrete operatiorial

thinking to be most prevalent).

Evaluation as a Product of Analysis

The next level of evaluation corresponds to the leVel of analysis in

241.
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discussions
- _

of stories. Here the leader begins to study the structure

of his responses to a work, and in turn to impose an-evaluative marking,

upon one or another aspect of this analysed response. For the first time,

he becomes concerned with the work as a structured whole, and with his

response as being guided and shaped by that structure.

When the reader focusses upon the nature of his subjective response,

to a work, he becomes aware of it as having a pattern over time; he may

note that the 'tension rises', for example, or that 'it lets you down in

the end'. At the same time, he may become aware of his own empathy with

one or another character, or with correspondences between his own situation

and thht in the work: this is usually expressed as 'identification' or

as feelinglike I was really there'. This reaction emerges.:enly when

the reader has moved beyond the concrete operational stage and begun to

anal1se the nature' of his own response. It seems to result-from a new

ability to distinguish between subjective and objective responses to a,

Mork, with a corresponding recognition that the origin of, the two sets is

different. ',:here the younger child proclaims that 'The books are exciting',

the older one rocogrtizes that 'I was excited by the books', and in turn,

that 'I was caught up in them'. Paradoxically, it is precisely when the

reader begins to talk of his ' identificajion' or 'engagement', that the'

experience becomes further Idistanced psychologically:- the repponse has

become indirect; maia6a 'Ilrbugh the recognition that it is pnly 'like

I was there', whereas for the younger child it is directly and immediately

lexcitingii The following are typical of the subjective responses marked

for evaluation at this stage:

I like to live In them. (Jill V., 13;8)

# It makes you:feel part of it. (Delilah ., 13;5)

Increasing'tension. (Gail C., 13;7)

P.

The author has put a lot of feeling into the words. (SaL., 14;1)

4 A story must be able to hold the reader's atten'tionby being either
moving, excting, or by being interesting. (Noam R., 13;7)
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I do not-like to be depresSed by the problem of the people. in
the story...(Barry P., 14;0)

When the read'er's new powers of analysis are focussed instead upon

his objective response, evaluation becomes concerned with aesthetic
1

criteria: with the rhetoric and style of the work, as well as with its

overall structure and development. These structural features are treated

as defining its 'mechanism' rather than the category-membership of

the work.:

It rhymes in the ;wrong places! (Lucy B., 13;5)

Bad rhythm. (Vincent M., 13;8)

The people in the book are described and characterised. (Beth L., 13;1X)
,

5 don't like ic When the story is too haphazard. (Sam L., 14;1)

The direct linking of subjective and objective response also

becomes important at this stage, as the reader begins to analyse not

only what his subjective and objective responses are, but also how they

are related to one another:

LI don't like it because ig Tries.to explain people in a boring sort
of way.-(Lucy IL-, 13;5)

LI like it7 If the author has gotten into the story a
come alive. (Beth L., 131-11) .

Exciting rhythm. (Elaine G., 14;2)

Satisfaction after reading, feeling of a complete piece of writing.
(Jane E., 17;3)

Again returning to table 27, these analytic responses emerge as important

in the thirteen year old samples. Analysis seems to concentrate on the

Objective response, which'may in a sense be more analysable, but analysis

of subjective rdsponses,(roflpc-ting.primarily claims of identification)

begins to appgar, as well as a'eonsiderable amount of spontaneous analysis

of the relationships between the two sets. Evaivation of categoric

responses, especially.of subjective ones; continues to be important at

thirteen, though less imporfant-than at

243
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of evaluation the response which is marked

tine meaning or theme of the work, rather

Though both analysis and generalizatio21

in the sense they are being used here, require the resources of formal

operational thought, analysis. begins to emerge sooner and more fully in

40
these samples of evaluative. responses (just as it does in the samples of

descriptive responses discussed in the previous chapter). It nay in fact

have a facilitating role, helping ,to heighten the reader's sense of the

work as consciously structured, and leading toward a consideration of

Eh! that particular structure was chosen. In any event, we find that

analysis occurs alone, butgeneralization rarely does, usually resting

upon and elaborating an accompanying analytic base.4

When the reader generalizsrs from his subjective ,response to a

work, he concentrates upon how the work has interacted with his view-of-

K
the-world: does he understand the world better; has he agreed-or disagreed

with the author's point of view, or, occasionally, has,the work servedt,

some specific purpose for hint (e.g.,,escape or entertainment)? Typical

generalized subjective responses which are marked for evaluation include:

I learned from it. (Keith 14., 17;7)

Relmring and restful. (Nigel L., 17;10)

You feel the same way as the author or poet. (Florence G., 13;1)

Generalizing from the objective response focusses on theme as a matter

,of the argument expressed in the work, rather than in terms of the

ifhd generalization occur together in 23, analyses alone in
36, and generkization alone in only 4 of the 144 discussions of reasons for
liking and not liking stories. Chi;-sqUare p<c.001.

That analysis can proceed without generalization does not mean that
it must proceed without it in the-earlier stages of development; the
separation of the two guy. be a learned preference, reflecting the preferences
of teachers. On the other hand, it may be that generalization from a work
becomes effective, and fully satisfying, only after formal operational
structures have become fully established:a benchmark which Piaget placesat about fifteen.

2.44'
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, reader's reaction to it. The work's depth; uniqueness, meaningfulness,

and relationship to the author or to the world in geneLl all become
0

important. Whereas at the concrete operational stage responses fdcussed

on describing and characterizing content as 'types' and 'situations',

here the concern is with understanding and explaining them:

Some are silly because they have no meaning to them. (Stephen B.,'13;6)

Original theme. (Lydia M., 18;01

Pointless. (Charles G., 18;2)

The depthofthe book. (Xda S., 18;1)
4, -

At this stage, toO, students often perceive links between their objective

and subjective'responses:

Depth of ineani4g, therefore makes me think. (Winifred S., 17;5)

Interesting ideas and philosophy behind the story. (Lydia 11., 18;0)
.

dislike the book where some one brings their own polatics into a
story because I find that, nearly always disagree with what
they're trying to say. (Diane L., 13;6)

In table 27, these geneialized responses are not in the majority at any

age, but they areN more prevalent for each type (objective, subjective,

and linked)' by seventeen than at any earlier age.

Developmental Trends

Older students list more reasons for liking or not liking stories

than do the younger students Ln these samples; because of this, the

proportion of students giving at least one objectivel, one subjective, or

one linked response also rises with age (table 27). Within this general
-

pattern, the proportgekiving objective and subjective responses remains.%
,

in roughly even balance, though the situation is somewhat less clear for

the younger age groups. At six, the response given byhe largest

proportion of the children is an undifferentiated one (e.g.', "It's good"

this falls sharply in the nine year old sample and disappears entirely'

by thirteen. There is Some logic in cOnsidering these undifferentiated

.

responses to be subjective; at the least they are totally different than

?, t)
the explicit linking of objective \and subjective responses by the majority

ti
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of the thirteen and seventeen year olds.

If we.consider the proportion of students who make use of each /

of the various levels 'of response at any point in their,answer, the
/,

global level of evaluation occurs most frpcidently in the youngest/groups;

these responses drop sharply from six to nine and become even less

important thereafter. The categoric response, in which the subjeAive

or objective response to a work is taken as an instance of a class of

similar responses, is used by all but 9 percent of the hildren it nine

. .

,and remains in roughly the same proportion of the responses of the

thirteen year olds. These older children, however, add to this categoric

.response some analysis and finally, at seventeen, a considerable proportion

of generalization.

The co- occurrence of the different levels of response is rrsts.kf.__,__:.
,----

, . ..

an interesting-Phenomenon. At six and nine, all of the responses of

0
the majority (61.6 percent) of the children are confined to one level.

(global, categoric, analytic, or generalizing); at thirteen, 84 percent

respond at at least two different levels (usually, categoric and analytic).
A-,
..t..;.

. 0

By seventeen, tjpe-sponses of 50 percent reflect three ,different levels

(usually categoric, analytic, and generalizing). This suggests that

the lodes of thought of the earlier stages are not simply replaced with
...-

the new resources of formal operations: the child continues to make use

of his earlier ability to order and classify, even as he begins to

analyse and generalize as wellv None of the children at any age use all

four levels of response in their answers, reflecting the disappearance

of the syncretistic response and of the global "It's good" or !'It's nice"

as a sufficient answer. This does not mean, however,*that the child no

longer has a global responSe; in one sense, it is the glopal response-of

lillangt which is being more fully explored in answering this question at

all. What disappears is the circularity of "I like it because I like it."

,246



/

Liking Versus Disliking

-244-.

2 SO far the reasons for liking and disliking have been pooled in

considering the, levels of ,response from each subject. There are, however,

some differences in the sort of response which each question provokes.

These are summarized in table 28. The figures reported-there suggest
4

that asking for reasons for liking rather than disliking Increases the

nuMbdr of responses, but that.this effect is selective' rather than uniform.

In particular, subjectiveand linked responses are significantly fewer

in response to questions about disliking, while objective responses

continue at the same high level as for liking. There is also some

tendency for questions about disliking to depress the number of global

responses. Two general effects seem to underlie these contrasts. On the

Table 28: Contrasts Between Reasons for Liking and for Not Liking Stories
and Poems

Percent of Students Using Each Response Type

t° Response: Subj. Objec. Link. Global Catec. Gen.
Interviews (n=44)
:Liking only 25.0%
Disliking only 6.8
Both 29.5
Neither 38.6

Questionnaires (n=100)
Liking only 28.0
Disliking only 8.0
Both 52.0
Neither 12.0

15.9% '34.1% 34.1% 13.6%
18.2 0.0 2.3 15.9
20.5 2.3 . 11.4 40.0
45.5 63..6 52:3_ 29.5

20.0 12.0 5.0
20.0 .15.0 4.0
37.,0 19.4p 4.0
23.0 . 64.0 \87.0

cNemar's Test,
2

Liking vs. Disliking.
Interviews 3.50 0.00
Questionnnires 10.03*** 0.00

16.0

59.0
16.0

0.07. 0.0%
4.5' 0.0
0.0 0.0
95.5 100.0'

3.0 L1.0
7.0 5.0

42.0 12.0
48.0 73.0

13.07**t10.56*** 0.00 nsd
0.07 0.00 1.44 0.90

. 1

3
riSd

1.56

1
During interviews with six and nine year olds, children were asked

for re2sons'for likingand not liking specific stories; the uestionnaires
used with nine, thirteen, and seventeen year olds asked for reasons for
liking and not liking stories and poems in general.

2These are distributed as chi-square, with df=1. Cf. Siegel (1956).
3Binomial Test, following Siegel (1956) for, small expected fiequencies.

*p < . 05, two-tailed
*p<.01
er**p.005
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one hand, there is a general increase in the number of responses for
::

,

.

liking probably due to what. Kelly(1955)4has notedjs,a tendency for the
1 .

1 ..,

% ! '. ',

emergent or positive, pole of a.cerstruct to be more fullVelaborated.,than

/

the negative, submerged pole. On/n the other hand, the need to find reasons

for disliking a book seems to lead to a focus the work itself, resulting

in a higher proportipn of analytic, objective responses than is otherwise.,

F

the case.

3. Spontaneous :valuation in instructured, Discussions of Stories

With this background, we can return briefly to the levels of-

evaluation in the discussions of favourite stories and stories known well.

Jr
During the first analysis, the various forms of evaluation were coded into

the relevant Purves- Rippere (968), categories; these have been discussed

in the previous chapter. Very little evaluatioh emerges spontaneously

from the six year olds discussing their favourite stories; their typical

mode, of response-- retelling - -is concerned primarily with presentation and

is not a context particul.arly conducive to e:zpressing evaluative reactions.

By nine, evaluation appears in 30 to 40-percent of the discussions,

depending upon the particular coaltext. It is relatively evenly split

between general assertions that 'It's good" or "I like it" ('evaluation

general in the PurvesLRipPere system), and more larticulpi declarations

that it is good because it is 'funny' or 'sad' or 'excitingWaffective

.evaluation'). The responses of the thirteen year olds from the compreMbsive

school are very similar, but their selective schtol peers begin for the

first' time to give substantial attention to evaluation of the author's

'vision' or 'method'--esseptiallyil the importance and handling of the
,-;W

subject or 'theme'. By SeVenteen, these latter categories have become

dominant, each being. used 35, percent of the essays.

EaalD.12:S

One other development related to evaluation should be noted from the

analysis by Purves-. ppere this is a rise in the eneral
8
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xategor4y lengagement'4;*and in particlar its subcategory 'reaction to

2 \

content'. This does not, appear at all at six, but is present in'30

percent of the answers by seventeen. Purves,and Rippere (1960 quote

"I really enjoyed the battle scenes" as one
,

example of reaction to
,

content, and "It seemed likeI was right there next to Fabrice on the

battlefield" as another. Expressions of this form repres6t the analysis

of Subjective response that emerged in considering evaluation Separately,

and are somewhat misleadingly separated out in this way; earlier ,forms

0 -
.04c

ofsubjective reaction are absorbed into other categories'i.as aspects

of tone and mood; or of evaluation. Linguisticallyx_these expressions of

subjective reaction often carry with them an unmarked but implicit

eyaluation. Imboth of. Purves -and Rippere's illustrations, as well as in

Tricia's essay below, we would assume the studeht Vas expressing his

approval of, as well as his subjectiire response to, at least a part 'of

the book:

For whom the Bell Tolls., Ernest Hemingway.
The action of this book takes place over only four days, and the

reader is led through every moment, enthralled by the fate of the

characters. Hemingway describes the scene so realistically that the

reader becomes intimately involved with the small band of resistors

to the Spanish regieme. Fora ,brief moment, the reader can understand

the behavior of all the characters. during the four days, as a result ,

of their backgrounds and previous experiences which Hemingway 'describes.

The reader can feel compassion for Maria, who was so brutally treated

by the soldier, for Robert, whose family background forced him to

fight for a foreign cause, in which he lost his life, for the.old

woman who hadlo conquer her illusions and spur the ragged force of

aging Catalans on to fight for (Pablo?) the ex-bullfighter,whose

strength and courage is decaying rapidly. (Tricia K., 17;5)

This is an 'analysis of per subjective response, but it is alSOla highly

. , positive evaluation: no one would hesitate to conclude that she lilted the

hook. It may be that most formulations of response carry specific

evaluations with them as the conventidhally unmarked case, and are explicitly'
°

marked only when the evaluation runs contrary to expectations or when the

context demands that it be made more explicit (as in the request for

'reasons foi.

24 5
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Age Changes in Levels of Evaluation

To further explore the development of evaluative responses, each

i

essay was also scored for the highest level of objective or subjective

response marked for evaluation at any point in theAessay. The definitions

of the levels and of their characteristic forms of evaluative marking
.!?

were those developed in the course of analysing reasons for liking and

not liking stories. (Only those responses which were explicitly marked

are consider here.) Table 29 (below) summarizesthe results, first

by age and then by the level represented by the remaining, evaluatively

unmarked responses in the discussion*. At.the younger ages, a relatively

small proPortion of the essays are marked for evaluatiOn at all. i:ven

.so, there is an ,overall trend with age toward narking higher .stages of

response; categoric and global evaluations dominate at nine,,,but by

seventeen they have been replaced by evaluation of analytic and, in a

'C*

few cases, of generalizing responses. This table shows a sharp discontinuity
*

°between the responses of the thirteen year *Olds in the two school settings,

comparable,to that -found earlier, in the general level of their discussions.
-

The selective .school children are more likely than their comprehensive

.

,school peers to mark their responses for evaluation, and among the-marked

tesponses, more likely to mark an analytic one.

Evaluation and Mon-Evaluative Responses

The Second part of table 29 suggests that there is a strong

'relationship between the level of the responses which are marked for

evaluation and those which are not. If the,reader discusses a story

through summarizing what happens. in it, he is-also likely to evaluate

it by marking some soTt of summary categofy--that it is 'interesting', or

'good because it's an adventure'.. If he Analyses the story, he is likely

to: evaluate some part ofthe.story as it is,perceived in the process of

analysiS; the style will be,noted as 'good'', or he will.like it because

he has Lound himself. 'involved' in it. There are too few discussions

250 c)
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Table 29: Highest Level of Subjective or Objective Response Marked for
Evaluation During Unstructured Discussions of Stories

Number of Discussions
Chi-square

1
Level: a.l':one b.Glob. c.Cat. d.Anal. e.Gen.

Interviews
Age 6 (n=22) 21, 1 0 0 0 3.82 (df=1)
Age 9 (n=22) 15. 2 5 0 0 (a,bi-c+d+e)

Comrehensive School
,

.

Age 9 (n=30)2 20 6 4 0 0 4.38 (df=2)
Age 13(n=30) 15 4 8 1 2 (a,b,c+di-e)

- Selective School
Age 13 (n=20) . 4 3' 4 9 0 0.91 (df =1)
Ate 17 (n=20) 4

1
2 10 3 (a+b+c,d+e)

Level of Discussion
3
(n=100)

3 4 0 1Evaluation only 0

Retelling, 17

Any synopsis 12

0.

2

0
1

0
1

0

0
Any summary 9 6 11 2 0
Any analysis 4 0 1' 15 4
Any generalization 1 1 1 2

Chi-square = 57.41***
(df=4)'

e

1
Test of age differences, with levels o: discussion pooled as indicated.

The two schools differ significantly at age 13, chi-square = 8.20*,df=2,
cortaring 'Categories a+b,c,d+e.

,

2There are no significant differencds in the oral and written responses
for the 21 subjects at age nine who completed both ::asks, using rcNemar's

3For the written measures only. The interview samples.are not included
here because of the 21-subject overlap.

4Comparing categories a +b,c,d ±e, and retelling, synopsis+summaiy,
analysisl-leneralizOion. The contingency coefficient for this table = .620,
reflecting the hi* degree of association between the levels of responses
which are marked 'and those which are not marked for evaluation.

*p .05

**p .01
***p '.005

which are primarily concerned with generalizing about the work or the

reader's response to it to draw valid conclusions, but even here a higher

proportion have some form of generalizing response marked for evaluation

than at any of the other levels of discussion. The table also suggests that

the developmental course of evaluation is cumulative. Zven though the

essays were categorized only in the 'highest' level for this table, there

is a clear imbalance in the distribution of responses: analysis and

2,51
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generalization, for example, do not preclude global and categoric evaluation

in the way that not rising above summary description seems to preclude

analytic and generalizin7 forms of evaluation.

4..Liking and Judrzing: A Prelude

Before leaving for a moment the question of evaluation, it is

important to note that this chapter etas collapsed two different types of

evaluation that are perhaps best summarized as inking, and 'judging'.

This is a distinction easily handled within the framework that has been

adopted for analysing response, but also a distinction which the responses

gathered in the course of this part of the investigation were not designed

to shed nuch light on. (Students were` asked, only about the'ir likirv! of

stories, not to judge them, and few 'judgmental' responses resulted.)

Chapter 1: will investigate differences in these two modes of evaluation

more thoroughly, but for the moment we can note that judging is an

objective evaluation of a subjective or objective response, while liking

in a subjective evaluation of the same response. There can be consensus

in response in both 'liking and judging, but consensus in liking is a.

consensus about the nature of individual experience, while consensus in,,

judging is one about conformity to systers of constitutive rules (conventions .

of literary form, say) which are more or less publicly acknowledged. In

literature, of course, there have been many different sets of constitutive

rules structuring the judgment of a work, rules proposed by different

schools of criticism and philosophy. Each of these differing and

1 sometimes conflicting judgments, however, is objective in that it appea ls

to some set of shared and formulable standards and'expectations.

Systems of rules for judging works seem to have their origin in

attempts to explain why some works are 'lilted. A child of nine or ten,

say, may claim that a book is good because it is an adventure story.

'Adventure story' is a categorization that is to some extent objective,

252 '
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even if not precisely formulated; it is possible to argue about whether`'

a given story is or is not an adventure story, and even about whether or

,

not an adventure story should by definition be constitu d as a 'good'

story, in a way that we cannot argue about whether we have 'liked' a given

story or found it 'exciting'. "Adventure stories areod stories" offers,

in this context, a .publicly definable, objective categorization which will

explain, and to some extent Enke discussable, the central but private

response of liking. Though much will intervene, the links are quite direct

from this initial attempt to objectively define categories of 'good books'

to the highly sophisticated theories of literature which attempt to

formulate rules for judging--theories ranging'from Aristotle's Unities

to,the criteria of form and consistency of the New Critics. Such systems

for judginl can become totally separated from the primary response of

liking which they seen designe'd to explain; there is4tgood literature'

which few people enjoy, and much that is read avidly with the shamefaced

acknowledgement that it "is not very good, really." (Thus George U., 16;8,

began his essay with "This book is science fictiod and hence, is not a

very good piece 9f literature. However, the concepts were 'ego-splitting'

and made one think about the possible purpose of man's existence....")

The emergence of such a separation between the objective systems of

judging and the subjective systems of liking is an ancient one and

presumably has its own cultUral functions. The point for the,moment,

however, is that liking and judging seemito be separable, and each to be

an interesting subject for study in its own right.'

5. A Model of Developmental Change in-Resoonse to Literature

Where.does all of this leave us? For the first time, we can propose

a systeVic description of developmental changes in the formulation of

literary response, a description integrated on the one hand with deVelop-

mental changes in modes of thinking and on the other hand with Langer's

253
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distinction between objective" and kjective modes of feeling.. Table 30

provides a schematic representation)of this model. At the preoperational

stage of intelligence, the characteristic formulation of response is to

retell the story or selected incidents from it. There is little sense of
-

the overall structure of the plot, which is treated instead as separate

incident& which the child may or may not be able to enactively chain one

.to another. At this stage, the subjective response is usually not

/separately formulated,'appearing only when marked for evaluation as 'very
,

good' or 'one I'like'. The acquisitionof concrete operational schemata,

which Piaget places roughly at seven years, brings with it a new ability

to summarize and categorize responses, to treat them as representatives of

classes. Here both objective and subjective nodes of response become

important, though the distinction between them is still appaiently not

recognized by the child. His subjective awareness that the work is 'funny'

or 'exciting' or 'sad' is still attributed directly to the work, in the

Table 30: A Yodel of Levels in the Formulation of Response to-Literature

Mode of Thinking

Preoperational
(ages 2 to 6)

Concrete operational
(ages 7.to'll)

Formal Operational
Stage I (12-15)

a
Formal Operational
Stage II (16-adult)

Characteristic Response
'Objective Subjective

Retelling, in whole-or in
part

Summarization and
categorization

Analysis of the structure
of the work or the motives
of the characters;
understanding through
analogy

-Generalization about the
work; considera,tion of its

theme and point of view

Unfornulated, or global'

Cateaorization, attributed
to the work

Identification or perception
of involvement in the work

Understanding' gained or---

not gained through the
work; its effect on the
reader's own view of the
-r
world
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same vay that such characteriStiOs as .flong';1rhyme', and 'love story'

may be.

The acquisition of formal operational thought appears' td have its

influence in two stages. During the earliest of these, probably

9Eresponding to the twelve to fifteen.year old age-span during which

Piaget asserts that these mechanisms are in the process of being acquired,

response is formulated as analysis. Though it does not appear in the

essays, other evidence-Collected sugge'st's that there is also a corresponding

1

tendency toward Understanding through analogyor 'exemplification': the
O

work is treated as'illusti=ating one example of a much wider class of

-similar life-experiences. Atite sane level, as a result of the analysis

of his subjective response, the reader, begins to be conscious of a

distinction between his objective and subjective reaction, tending to

formulate the latter as 'identificatien'-er 'involvement' in the work,.

The second stage of forpal operational thought represents the most

Ac.mature modes of response studieu in the course of the present investigation:

Here, the reader begins to generalize about the meaning of the work, to

formulate abstract statements about its theme or message;- he seems for

the first time to accept it as Harding's (1962) "accepted technique for

.

discussing tne chances of life." As such, it has taken on a very new 'role:

it is one of many stateMents of how life might be understood, rather than

simply a presentation of life as it is. As part of this awareness, the

reader's sujectie reactions begin to focus on how he, as an individual,

has reacted tothe *work as a discussion of the ways of the wdrld: has'he

learned from it? disagreed with it? found it clear and satisfying? --

Evaluation has no separate place in the outline Of response which

tab 30 Provides. This is because evaluation is seen Eo be an integral'

part of all of the other response-modes., ,Certairi contexts of use will

require that the evaluation (positive, negative, or deutral) be_explicitly

indicated; but in all contexts it is implicitly present.

2 00
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Finally, we should note that the stages-in the model build upon

one another. As the child matures, he does no pass out of one mode of

responding into another, but integrates his older structures of response

into a hewer and more systematic set of constitutive rules. Thus the

six year old has available only the resources of a syncreti &ic, largely

undifferentiated response. He can retell stories or'incidents; but he

has yet to develop a stable system of categorizing them, and he has no

way at all to formulate abstract statements about their Meaning or

purpose. The seventeen year old, on the other hand, not only can

generalize, but is also able to muster the resources of all of the

enrlier He .can analyse in support of his zeneralizSEiomq; 'he

can categorize and summarize; and he can retell in whole or inpart,

'depending upon. his purpose.
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CHAPTER'IX,

THE DEVEIMMENT. OF CONSTRUCT SYSTEMS

. Introduction

Repertory Grid Techniaue

Kelly's (1955) repertory grid 'is a technique for the study of

construing within a specified psychological domain. There are, many

methodological vari-aTions,,but each attempts to provide a matrix of scores

relating a set of 'elements' (events, peeple, ideas, stories) from the

. , -.
world at large with a set of 'constructs' which are.used to ord'er 'and

make sense of that world. Conventionally, the grid is sructured with

. . ' .

the elements across the top (defining the columns) and tbe constructs

down.the side (defining the rows). Scores specify the relationships

between elements and constructs and, with some further manipulations,

can-also-be used to study relationships among the constructs or elements

thegselves. Otte of the advantag s of grids is that with them such

relationships can be studied in individual subjects as well as in grouP.S.

Grids for the Study of Spectat rLRole Construing

Twe grids were constructed to study hou"Children construe stories,

one to be administered orally to younger children and the other tpbe

_administered as a questionnaire to older ones. Grid technique allows

considerable latitude in the degree to which the constructs and elements

in the grid are specified advance by the investigator, or are instead

elicited from each individual studied. In this investigation, the specific

constructs of interest were supplied to the subjects, but the elements

(in this case, stories)_were allowed to vary. This is a format which has

been used successfully by Carver (1967) in the study of construing of

films by older students and adults; it is readily adaptable to questionnaire

format; and it provides sufficient between-subject task-consistency to

allow the study of group responses. There As, however, a corresponding

decrease in the ability of the technique to reveal uniquely personal

25
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de-

systems of construing; -it allows us to see how etch indivirduaI makes

sense of the provided constructs, turning them to his own use, but it

does not revertl which constructs would have been Used spontaneously.,

The set of 20 constructs used by Carver (1967) in her study of

responses to films was taken ns a starting Point. This was modified to

include constructs of particular interest to the present investigation and

tested during the preliminary study; it was then modified again to

eliminate ambiguities that emerged and to include certain constructs which

dt.

students had frequently added when asked for 'one additional'. On the

written grids, one pole of each construct was specified, with students

%nsked to indicate Itnnt they considered the opposite pole to be. These

.opposites provide data which cpn ba uses inanalysing the changing meanings--

and heaninffeulness--of the constructs;' they also introduce some latitude

for individual verintion. (E:g., 'simple' couldbe-tnken as the pole of

'hard' by sore students, and of 'complex' by others; this will be

--,::xe-cliicussed below.) In the final form of the grid, 19 constructs were

supplied, with n twentieth which students were asked to supply for

themselves. Table 31 (below) lists these and indicates 10 which overlap'

directly with Carver's (1967) grid and '4 others which are simiDit though

not identical to hers. (A copy of each of the grids used in_the present

study is included in appendix IV.) In table 31, the constructs are

organized according to the more general category or type of response

which each was chosen to reflect. Using the 'carves-Rippere (1968) system

of categorization, the grids are biased toward evaluation and perception..

subcategories, though ns the previous chapters have suggested there is-
.

good reason to question the usefulness of this classification. The-set

is designed to allow the investigation of a number of questions, some

of which are new and some Of which parallel questions approached from

,
other perspectives in earlier chapters; these will be taken up in

introducing the results of the relevant analyses.

The procedure for eliciting the elements to define the columns of
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table 31: Constructs Used on Repertory Grids
00

Construct Category Written. Oral Grids
1 Used by Purves-Rippe p

Grids (with pole) Carver (1967)-, Category

Evaluation-,GenerAl
1. ,Very good

Evaluntion-Personni
2. One 'I like
3. Interesting subjec+
4. Dull

Evaluation-Formal
5. Well-written.
6. Original

(not)

(don't)
(boring) c

400

400
400
400

422

x 400

Engagement .

x
x

100/400
100/200

7. Completely absorbing
8. Disturbing

Description
9. Easy to understand (hard) (easy to follow) 200

10. Simple x 200

11. Long (short) 200

12. Slow-mo long x 200/400

13. Serious (funny) x 200

14'. Full of violence (.14411ent) 200.

15. Ends happily (sadly) 200

16. Works out as you would
expect in the end - x 200

Evidence of Generalizing
17. Makes me think 4 x (fdrces you to 100/400

think)
'x (doesn't) (points a good 300

moral)
18. Teaches a lesson

Concern for Realism
19. Really happened

. 20. Like-real life x
'Z 21. Gould happen to me or

myfriends
Concern for Audipnce
22. For people older

than you
Elicited Construct
23. Another description

that seems important
to add - x

(made up)

(for younger)

x
200/400
400

100/400

200

1Copies of the grids are included in appendix IV. Both poles of each
construct were presented in the orally administered grids. ,7

2Categorizations based on brief phrases such as these are somewhat
tenuous. Those given here reflect the most frequently suggested opposites
to each construct -a well as the pole provided. Categories are explained
in detail inPurves and Rippere (1968). The 100?-level categories are
'engagement-involvement';' the 200-level ones Are .perception'; the 300...

level, 'interpretation'; and the.400-level, 'evaluation'.
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-each grid parallels that useciby Kelly (1955): subjects are provided

With a list of general categories in the domain of interest and heti to

illustrate each category from their on experience. The cat ories

attempt to provide a representative (though clearly not a r ndom) cross-

section,of elements from the domain. Kelly used categories such as mother,

father, best friend, wife and favourite teacher in his grips;" for the

present study each student was asked to nominate his fav rite story, a

story he did not like, a 'deep' story, an easy story a tiler story he

liked, a hard story, a moving or gripping story, and a .tory which he

-

had recently heard. As with the constructs; this list began with an

adaptation from a similar list in Carver's (1967) investigation, with

further changes based on preliminary study results. Throughout, as in

all other phases of the.investidation, it was Stressed that 'stories'

referred to narrative material of any length, with novels or short stories

being equally valid responses.

The use of such a list of story -types has a number Of advantages-for-

a developmental study of response. Most importantly, it insures that

students at different ages and in, different schools are responding to

stories which are representative of their own repertoire: each is able

to discuss a story which is his favourite, one he thinks is difficult,

and so on--not one that the investigator or some outside panel has rated

as likely to-be 'good' -dr 'hard' for a given population of students. The

use of these categories also makes it possible to examine the relationships

among the categories: what are the differences between favourite stories

and others that are simply liked, for example? Finally, this procedure

allows us to look directly at the way in which stories are construed and

O
the patterns of meaning which they are given, bypassing the equally

interesting yet different problem of the process involved, in giving.them

that meaning.

One further story, Cinderella, was supplied as the first element in
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each °rid. This was selected after the preliminary study as a story

knowny children and adults alike, in order to provide one look at how

construalof a specific story changes with age.

The orally administered grids wore set up to parallel tie written

measures, but with modifications to make them workable with younger

4

subjects. One obvious simplification was to make them shorter--each grid

is only half as long as the written questionnaire. The preliminary study

indicated that a better distribution of responses--and fewer misunderstandings --

resulted when the younger children were given the choice between two poles

of a construct, so on this grid both poles are fully specified (e.g., "Is

the story Cinderella a low* story, or a short story?"). The element-

elicitation procedure used on the questionnaire was also abandOned after it

proved very difficult for the youngest children. Instead, story-titles

were elicited separately from each classroom teacher, again with an

attempt to provide a representative cross-section of the common repertoire.
--r!.

i

This of course reduces the degree of alignment between elements: a story

''-

-chosen by the teacher as tone the class likes' will be liked by some of

the children in the sample, and disliked by others. Eight stories and

10 constructs were used in these grids, with the stories including

Cinderella and the readina scheme in Use in the participating classrooms.

Samples

Six and nine year olds assigned to the'first of the-two interview

schedules received theitel"..71,mld as part of the interview. The written

grid was distributed to half of the students in each class receiving the

open-ended questionnaire. Thus 22 children completed the oral grid at
4

six and at nine; 30 completed the written grid at nine and at thirteen

at the comprehensive school; and-20 completed the written grid at

thirteen and at seventeen at the selective schools. A further, highly

self-selected sample of 7 seventeen year olds (5 boys, 2 girls) completed

the written grid at the comprehensive school; their results will be
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ttW'
.cited occasionally but are not included in the statistical analyses.

Again, these samples are described more fully in chapter III, and are

summarized briefly4mupplementary table 38.
*.sr,,

Analysis of DatNv :

A repertory grid generates a massive quantity of data: for the

written grids in this study, for example, each subject-was asked to rate

9 stories on 20 constructs-160 ratings in all: From this matrix, 190

further scores representing the relationships among the 20. constructs, and

36 representing the relationships among the 9 elements, can also be

calculated; 'and these matrices can in turn be analysed in terms of the

degree and nature of the structuring they reflect. All of these
- AMP

measures can be repeated on or averaged over the age and sex groups:.

sampled in the cou f the Survd.y. The overridinrg-need'im presenting

the data is to cut through this'Abundand. to-the measures of -most

interest; to help keep it all in perspective, many .of the technical

details of the analysis have been relegated to footnotes and appendices.

In discussing the data, we will ask first whether the grids provide

an adequate framework for the expression of individual patterns of

construing. The discussion will then move do to the problee.mf

meaningfulness and degrees of freedom, or complexity, in the construct

systems at different ages, andfrom there to the extent to which that

complexity is organized. finally, the particular dimensions along which

the construct systems are structured will be explored. Discussions of

,systematic differences in the may various story-types are construed will

be deferred to the next chapter.

2. Standard Grids and Individual Construing

The Constructs.

It is a central tenet og personal ebnstruct thqory that construing

is, an individual process but the grids in the present study are relatively

structured. The.first question must be whether or not the standard format

rovides an adequate albeit somewhat generalized framework for the

(9)
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expression of individual processes of construing. the available evidence

,
will suggest that in this case it does.

As a direct test of the extent to which the'suppliedtconstructs'.

were adequcvqely representative, students completing the written grids were

asicedhdt description have tie overloOked that seems to you important

to-add?" (This was then used'..as the twentieth.construct in each grid.)

This list-of constructs-added is characterized by extreme individual

varit:tiOn: in the 100-grids the 2 most frequently added constructs are

ones that were used in the instructions as somewhiit irrelevant examples,

and which the nine year olds especially repeat back when they' cannot

,think of anything else. Five others are repeated 3 or pore tines, ,but

-mono is used by more than 6 out of the 100 subjp:cts.1 This contrasts

fl

--favourably with the preliminary study, in which 2 constructs accounted

for over half of the.suggested'additions to the grid in its early form.

The, distribution of
constructs-addafAin)classified into the /Purees -;J

Rippere (1968) response categories is also very close to the distribution

of the 19 supplied constructs: percent of the constructs-added

represent 'evaluation', 37 percent 'perception', 5 percent 'interpietationY'
.

2 percent 'engagement', and 3 percent 'miscellaneous'. ,(In the original

list Of'19, 10 were classified or cross-classified as perception, 9 as

evaluation, 2 as engagement, and only 1 as interpretation.5 The lack

of any consensus about constructs to add suggests that the list of.19

supplied constructs overlaps quite fully the range that would have been

consistently elicited using this set oiffstory-types if an elicitation

procedure had been used.

Another check on the adequacy of the list of constructs was made

i'Vefy old' (cit'ed by 11). and 'has enough pictures' (by 9)' were

the mostlrequent additionp, and were also used as part of the instructions.

Other constructs appearing 3 Or more times included:, 'exciting' (6),

'humorous' (6), 'would read it again' (5), 'modern-historical' (4), and

'children's book' (3).
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by including several
construct-eliciting situations in the intervreVs

and open-ended questionnaire. ,Th'e queition which asked about re'amsons

for liking or not riking stories and poems (discussed from another
A

perspective in chtpter VIII) produced the longest list of different

constructs. Tables 32and 33 summarise these elicited constructs, and

compare them with those used on the grids. For the younger children, t

theonly major gap centers on the use of specific details from a story

10

.
-(6.g...t,,qeter Pan is a good story because'he, flies out the window").

These are highly individual, idiosyncratic responses, and may be thought

of as a reiteration of part of the story to be construed (as 'liked' or

'not liked'), rather than as 'unrepresented constructs. " ice" is also

used by 6 of the 44 children, but this seems-to be adequately covered

by the related constructs, 'very good -not' and 'one you like-don't'. The

older students provide/a much.richer set of elicited constructs, but

again those on the grid seem to provide adqquate.coverage. One exception

could be constructs (or 'rhymes' and 'has rhythm', but these emerged on

I

Table 32: Constructs'flicited During Discussions of Specific Stories

Liked and Disliked /

Elicited Constructs

For Liking
It's funny
Specifidt incide

. It's interest.-in,

It's good
It's nice'
Specific charaeter
Other

For Not Likinc,

It's boring
Specific inc'dent

. Too hard
Too long /

Not interesting

Notfor thiS age
Other

Number of Children
Age 6 Age 9

(n=44) (n=22) (n=22) Equivalent on Oral Grid

15

13

10

7

6

3

6

8

6

4
4

4

2

- 6

47

2

5

5

1

2

11

6

8
2

1

2

4

6

1

1

2.

0
2'

0

serious-funny

interesting-boring
very good-not

SO

interesting-boring

3 easy to understand-hard'
3 long-short
2 intereptin:7-borin3

2 For older-for youm-er
4
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Table 33: Constructs elicited in Written Discussions of Reasons fOr
Liking and Not Liking Stories and Poems

All
Elicited Constructs (n=100)

Number.of Students

Equivalent on',
Grid

Comprehensive
School

Selective
schools

Age.9
(n=30)

Age 13
(n=30)

Age. 13

(n=20
Age 17
(n=20)

For Liking
Exciting, moving 50

7 14 12' 17 (not) dull
Interesting 33 6 14 6 7 interesting subject
Funny 24 13 8 2 1 (not) serious
Good, liked 17 3 5 1 8 very good, one

I like
Rhymes, has rhythm 15 3 '6 - 5 1

Lively 12 0 0 4 8 (not) slow-moving
Subject(e.g., trains)11 1 4 5 . 1 interesting su"bject
Life-like 11 0 1 5 5 like real life
nas meaning, moral 10 0 :1 1 8 teaches a lesson
Good style 10 6 4 we
Good plot, 10 0 1 4 5 Imo

Fast-moving 10 1 3 5 (not) slow-moving
Otherl 66 4 9 24 29

For *,o; 'Liking

Boring, dull 60 13 19 14 . 14 dull
Not interesting 16 5 5 4 (not) interesting
Bad rjtyle 16 0 1 9 6 (not) well-written
Hard' 14 1 2 8 3 (not) easy
Haphazard plot 14 1 3- 5 5
too -Tong 13 3 . 5 -4 1 slow-moving
No meanift, moral 10 0 3 2 5 (doesn't) teach

a lesson
Poor rhyme, rhythm 10-. 1 3 4 2
Slow 10 1 4 3 2 slow-moving

- QOtherl 87 18 16 22 -131

1
A.11 constructs used by-10 percent or more of the students are

separately listed.

the questionnaires in response to poems rather than stories and are at

least generally covered by the construct 'well written'. The other and

perhaps more serious omission is the construct 'good plot- Haphazard plot',

Which appeared frequently among the reasons both forpking and for not

liking stories. In the grids it is covered only indirectly through

'works out as you would expect in the end' and the various evaluative

constructs; that this does not appear at All among the constructs added

' to t grids suggests that this coverage may be adequate even if indirect.

2Uti



The Stories

Though students in the present study had little choice in the

constructs which they were asked to use, there was more latitude in the

choice of elements. By providing only a setof-storY-types, subjects

were allowed to draw upon as large a pool of ttories.as they wished. If

'relatively few titles were selected for discusslon by the group, it would

suggest that stories are anlitreaAin which they have had very little

exposure, and hence have a very small pool of illustrations to draw upon;

one or another story -type provoked a limited list, it would suggest

t the category was tapping an isolated and perhaps atypical part of

domain. ct, all of the age-groups sampled drew upon a large

pool of stor making their responses: the 30 comprehensive school

children used 126 different titles at nine and 138 at thirteen, while the

20 selective -school students used.136 at thirteen and 110 at seventeen.

(Between-school figures are not comparable because of the differing sample

sizes.) When the data are further broken down by story -type (table 34),

there is no evidence to suggest that one or another category is tapping

11 ,
an unacceptably constricted domakn.. The most overlap occurs for ?easy'

Table 34: Number of Different Titles Selected As Representative of
Various Story-Types at Each Age

Number of Titles 1

Comprehensive Selectiver

School Schools
1"

'Story-Tyne
Age 9 Age 13 Age 13 Age 17
(n=30) (n=30) (n=20) (n=20)

Favourite 26 27 19 18'

Not liked 21 20 19 19_-
Deep 21 22 18 17

"'Eat,' 16 27 18 19

Another liked 26 24 19. 17 r4
),

Hard 26 19 20- 17

Y.oving 21 26 17 18
Recent-- 22 23 20 -la

All categories 126 138 136 '7 110

.00e"

1The maximum number of-different titles for each story-type is equal
to the n at each age.
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stories among the nine year olds, who tend to list fairy tales for this

item; the least overlap occurs for 'recent' stories among the thirteen

year old selective school students, all of whom Choose a different title.
. . . ,

No single title hpd a large following among any of the groups, with the

most frequently cited ones being texts that hid recently been used for

class reading; no title was mentioned,by even one-third of the students

_at any age level, even though each student had to select 8 in all.
2

This

variety is great enough to insure that comparisons betweep ratings on

different elements in these grids will represent contrasts bftween the

story-types rather than between specific titles.

On the oral grids, titles were selected by the class teachers and

are necessarily more constricted. (The specific titles are listed in

supplementary table 8.) As with the written grids, these selections'

sought to provide a representativcross-section of the stories with

which the children were familiar. We can indirectly assess how much

each story-type is seen as different from the average story, by looking

at how much its ratings on each construct deviate from the average rating.

A story which a child considers very unusual will produce a high within -

grid variation, while a story which provokes only neutral reaction't(apd

hence which tells us little about how he discriminates between stories)

will generate very little variation. In both the written and Oral grids,

all of the story -types do contribute substantially. to the total variation,

with no single category or set of categories dominating at the expense,

of the others. On the oral grids, the proportion of variation accowytted
. .

for by each type of. story ranges from a high of 19.5 percent for the

reading series used by tile class at age six, to a low of 9.4-peront for

'a story the class likes to hear over again' at age nine. On the written,

2
The jnost popular titles from all measures are included in supplementary

tables 36 and 37.

26 . " 1 .7 7

t '
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grids, the range is from 7.6 percent for 'a story heard recently' among

the age thirteen selective school students, to 20.7 percent for Cinderella

among the seventeen year olds. Cinderella is the only element in the

grids which shows a consistent change across the ages, beginning at

10.9 percenE-At age nine and then rising steadily. This suggests (not

surprisingly) that Cinderella is less typical of the repertoire of the

older children, with ratings that increasingly deviate from the general

average. Its contribution to the total variation, however, remains low

enough even in the. oldest age group that it should not be.seriously

distorting the results. (

%s
contribution at seventeen, for example, is

only 1.8 percentage points eater than that for 'a story not liked'.

These data are presented in full in supplementary. tables 9 and 10.)

01.... Taken together, these characteristics,give some confidence that

the standard grid format adequately represents the area of overlap between

the, construct systems of the individual students in these samples. This

is not to argue that the supplied constructs are the same as those that

would have been individually elicited; that would be highly surprising.

Rather they-sUbsume them thoroughly enough that changes in the relation-
.

shipswithin this standard se111.9uld be directly related to chpnges

t

within the individual construct systems.

3. Meaningfulness
4

Disdrimination Among Elements

In studying the way a set of stories' are construed, one of the first..

questions of Interest is whichand hoW many--constructs are being.

meaningfully applied by the children inthe various samples. "Meaningfulness"

is itself a deceptively complex construct, however, confounding within it

problems of consistency across time and between,subjects, of the relative

r'
I, impor,tance of,constructs within the. specified domain, and of the range

and focus of convenience of the constructs being considered. To begin to

Untangle some 'of-the various issues involved in meaningfulness, we will

2 G 11"'
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look first at a number of estimates of the extent to which the constructs

in the grids discriminate among the various stories and story-types. This

aspect of meaningfulness is quite central to, personal construct theory:

if-there is no discrimination, the construct is in a real sense 'meaningless'

in its appllcation; no matter how good a
-
definition the children may be

able to provide,

Subjects rated each story on a 5 point scale ranging from 'I' if

they 'agreed completely' that a_construct applied directly tothe story,

'5' if they ''disagreed completely' that it would be an appropriate

description.
3 Though many other types of scale have been used in grids,

'this sort allows the subject a maximum latitude in his distribution of

ratings: the amount of variance on each construct and'for the grid as

a whole.can fluctuate, the elements can be biased toward one or another

pole of a construct rather thah balanced around the midpoint, and neutral

"or moderate ratings can be used or not as desired. Each of these

characteristics has been interpreted as an aspect of meaningfulnets by

various investigators, and needs to be discussed here (cf. Bannister and

Fair, 1968; Bonarius, 1965; Miron and Osgood,'I966).

Bias

Bias (or lop-sidedness) reflects the extent t'o which elements are

evenly balanced between the poles of a construct, or alternativefY tend

to clutter so thap one pole is virtually unused. For gildsin this study,

a measure of bias was -calculated which is based op the discrepancy between

the midpoint of the grading scale and the mean for the construct. This

was accumulated across constructs and expressed asa coefficient varying

from ,0 (balanced distribution on all constructs) to 1 (all stories at one

,

pole of each construct).
4

V'

3
A 131 was used for stories to which a construct did not apply, or

to which both poles applied equally, with '2' and '4' as intermediate

points.

.269 4Bias was calCulated for each grid by the.ERC grid analysiS service

under the direction of Dr. Patrick Slater. The measure is summarized

briefly iii8later (1972b), and' is amplified in appendix III.



Results for bins are summarized in table-35. They show a gradual

,

decrsease in bias as age increases, as weft 'as a sharp drop in bizis

between the oral and written forms of the grid.- It-is unclear whether

this drop is because the teacher-selected titles are more homogeneous

than the individually selected ones, because the constructs chosen for

the oral grid are less discriminating than those in the written set, or

because of some demand characteristic of the interview situation. The

_

major age change occurs between nine and thirteen for both boys and

girls; during this interval the constructs in the grid seem to become,

as a set, more discriminating in that both poles are being regularly.

.

used to describe stories.

Table 35: Within-grid Bias in Ratings of Stories

Boys
Girls
Within cell standard dev.

Average,
'Oral Grids Uritten Grids _

Comprehensive Selective

Interviews _ School Schools

Age 6 Age 9. Age 9 Age 13 Age 13 Age 17
'(n-.30)(n=22) (n=22) (n=30) (n=20) (n=20)

.701 .693 .566 .420 .437' .415

.765 .704 .569 .445 .432 .472

.127, .063

Analyses of Variance

F-ratios

6 vs. 9 9 vs. 13 13 vs. 13 13 vs. 17

Age (or school)
Sex
InteractiOn
(df for each effect)

0.82
0.98
0.48
(1;40)

27.97*** 0.02

0.29 --0.37

0.18 0.48
(1;56) _ (1;46)

0.18
1.65
2.38
(1;36)

13..05
**10-G.01

***i)<:..005

Polarity

The 'polarity' or extremity of ratings has .sometimes been used as an

index of meaningfulness, with the argument that the more ;meaningful a

construct is in thg context in which it,is being used, the more likely

that extremes rather than moderate or neutral points on the scale will be

used. Studies with adults have shown thatscores tend to be more extreme

270
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Table 36:
Stpties

Use of Moderate, Extreme, and Neutral Grades in Ratings of

Ratings

-=.2.1;*

1.Extreme (1 or 5)
2.Moderate (2 or 4)
3.Neutral (3)

Multivariate F-Statistics
1

.

Age (or school)
Sex
Interaction

(df for each effect)

Average Percent of Each Grid's Ratinr4s

Oral Grids Uritten Grids

Interview-s=

Comprehensive
School

Selective
Schools -

Age 6- Age 9 Age-9 -A,O_13 Age 13 Pge 17

(n=22) (n=22) (n=30) (n=30) -(n4.0.1_ (n.20)

93.9% 82.4% 87.5% 68.8% 58.2% 64.7%

1.1 8.8 .3.4 19.3 31.1 26.8

4.9 8.8 9.0 11.8 10.9 8..5

6 vs. 9 9 vs. 13 13 vs. 13 13 vs. 17

9.55*** 20.95***. 6.22*** 1.64

1.41 0.54 '2.62 2.52

0.53 2.34 0.66 , 0.71

(2;39)
.

(2;55) (2;45) (2;35)

1
Since the_scores have a linear dependency, only the first two were

used in the multivariate analyses; results would be identical whichever
of the three were omitted.

*P<:.05

**P<.01
***p<.005

when constructs are elicited rather than supplied, or when subjects are

allowed to choose which constructs on a set are most meaningful to-them

(Miron and Osgood, 1966). In the present study,"however, with grids from

students between the ages of six and seventeen, it is the older students

who make significantly more use of moderate ratings. These data are

summarized in table 36, where.a3ain the largest shift occurs between nine

and thirteen. Overall, the.proportion of extreme ratings (1 or 5 on the

scale used) falls from 94 percent at six to 65 pvrcent at seventeen. In

-vi-em--of the drop in bias between the oral and Written forms of the grid,

it is interesting to note their nearly identical polarity.

Variation

4

Bias and porarity are closely related to the amount of within -grid

variation about construct,- means. Variation is in some ways the most

direct measu'ee of discrimination among the elements in a, grid; the

igraiVer,the within-grid total variation, t e more separation there is

2 7 1

N.4.2.. a
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argmg the stories._,The changes already observed in bias ,and Tolarity,

however, have conflicting effects. Young children tend to rate stories

at the extremes of the rating scale (high polarity), and to cluster their

ratings;on each construct at one end of the scale (high bias). As they

grow older they begin to use the intermediate points on the scale, which

tends to decrease the total variation. At the same time, they also begin

to distribute -their ratings more evenly toward both poles of each construct,

which increases the variation. Age-change in the resulting total,

though sometimes statistically significant, reflects an- interaction

between these effects and is correspondingly erratic (supplementary table

11). Carver (1967) similarly found that the total iii.thin-grid variation

did not discriminate among her samples of apprentices, pre-university

students, and professiorial"critics.

Consensus in Ratings

The variation in the grids.can, however, be used to examine the

related question of 'public' meaningfulness, or the extent of socially
)

negotiated consensus about the meaning of the constructs and story -types.

Figure 2 (below) breaks the total variation observed in each"age group

into its component, parts. Subject variance represents differences between

students in their attitude toward stories in general, as measured by

the constructs supplied in the grids; story variance represents the

amount of consensus about the way the various story-types differ from

one another; and subject by story interaction represents the remaining

variation in ratings introduced by differences in the specific titles and

Construct-meanings used es well as by any errors that may have been

made in the course of completing the grid. It is the variance due to

story-types which represents the publicly agreed meanings, and this

shows a clear rise from six to seventeen, increasing some six-fold across

'this age-span. This variation due,to types of stories.is considerably

less for the oral than for the written grids, but this is readily
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Figure 2: Age-Changes in Mean Square Variation
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Intraclass Correlations in Parentheses

O

explicable as a result of the shift from teacher-supplied to subject-

supplied titles: 'easy' stories nominated by the teacher, for example,

are less likely to be construed as easy by all of the children than leesy

stories they have chosen themselves. The variation due to story-types

peaks for the-thirteen year old comprehensive school sample, but the

lqiionfor this is unclear; it may be that these students have a more

stereotyped approach'to stories, with such types as 'good', 'bad'',

4:7",/
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'hard', and 'easy' more rigidly contrasted.

The differences in figure 2 can be summarized statistically-with

an intraclass correlation coefficient at each age; these range from

0 when there is no relationship among the various patterns of_ratings in

different grids, to 1 when the ratings in different grids are identical:

These coefficients (included at the bottom of figure 2) show a rise from

nearly 0.0 at six to about .32 at seventeen. This is at beat very,

moderate, though not discouragingly so: each student is after all rating

his own unique - selections of titles. There is, moreover, substantial

agreement on certain constructs: in the selective school samples they

range as high as .680 for 'one I like' at seventeen and .749 for "very

good' at thirteen (cf. supplementary tables 15 and 16).

Labelling Construct Poles

The ability to label the opposite pole of a supplied construct

indicates that the construct is to some extent familiar and meaningful,

tholi-gh the converse may not be.the case: inability to specify an opposite

may mean the construct is not used, or simply that it is not thoroughly

verbalized. In the overall developmental pattern inl.labelling construct

poleS, responses move from no answer at'all to a negation, and then to

a single frequently-used pole; in a last step, a larger set of differentiated

labels emerge in the group. The onset and duration of each of these stages

varies considerably from construct to construct, however, in the grids

studied heret.

Table 37 indicates the sample in which each of the major types

of response reaches its peak for each construct. For every construct

responses which fail to give an answer or offer a simple negation of

the supplied pole (e.g., 'not good' as the opposite of syQry, good')

occur more frequently at nine than ila...ny,of the older samples, though

there is a considerable degree of interconstruct variation-in the

individual proportions (supplementary table 17). If scores at seventeen
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Table 37:
I,ts Peak

Sample in Uhich Each Type of Label for Construct Poles Reaches

Type of Label
1

-Construct Label

`Very good

Disturbing ,

Dull"
Works out as expected...
Teaches a lesson
Original
Easy to, understand
Could happen to me...
Ends happily
S low - moving

Full of violence
Uell-written
Completely absorbing
Makes me think
Simple
Serious
One I like
Like real life
Interesting subject

Overall-Mode

No Response or
Negation of

Supplied Pole

Age 9C2

Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
\Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age 9C
Age OC

Age 9C

Non-Negative Less-Frequent

Mode Poles

Age 9C
Age 13S
Age 13S
Age 17S
Age 13S
Age 13C
Age 9C
Age 13S
Age 17S
Age 9C
Age-17S
Age 13S
Age 17S
Age 13C

Age 17S
Age 17aA
Age 13S
Age ,17S

Age 17S
Age 17S
Age 17S
Age 17S
Age 13S
Ages 13S & 17S
Age _13S

Age 13C
Ages 13S 17S

Age 17S

.:

Ages 9C& 13C Age 17S
Age 13C Age 17S .

Age 13S Age 13C

Age 13C Age 17S

Age 17S Age 17S

Age 135 Age i7S

1 '-Mode is based on pooled responses from all samples, including the

60 subjects in the supplementary study, for each construct. Less-frequent

poles include all responses which do not fall into either of the other

two major cateries. The data on which this table is based are included

in detail in suplementary table 17.
2Samples from the comprehensive school and its drawing area are

designated 'C', those from the selective schools 'SJ.

can be taken as relatively mature, they can be used as a baseline to

examine the relative meaningfulness of constructs at younger ages. By

this criterion, the constructs 'very good', 'one I like', 'slow-moving',,

'simple', and 'ends happily' are the most competently handled at nine,

and 'could happen to me or.my friends', 'teaches a lesson', 'completely

absorbing', 'makes me think', and 'like real life! are the least fully

understood. This second list isito some extent validated by the fact,

that during testing, these were among the constructs which the nine year

. olds were most likely to ask about.

Th odal response to each construct peaks during the samples of

27"t)



intermediate dge; the few exceptions involve fluctuations of only a

few percentage points andsare. not statistically significant. The modal

responses seem to reflect the firSt stage of a publicly negotiated

meaning, centering around a simple binary contrast between two poles- -

the sort of Contrast that was central to the development of Kelly's (1955)

personal construct theory. In the seventeen year old sample, however,

a-new sort of pattern is beginning to merge, in which a wide range of

different poles are offered by the group as a whole--poles which re'present

neither the modal response nor the negation of the supplied pol%,
5

This

proliferation of labels was also observed in Carver's (1967)4study,

where it was iTiterpreted as
reflecting the greater verbal fluency of the

older subjects. FroM.the perspective adopted here, it seems to represent

a further differentiation of the construct as the poles develop a nurp?r
,

,

of closely related yet-still ,poslightly"Offetent coptrasts. ,

Nir
.

.

.

Between-construct' variation in the sorts of poles 'provided even

by the oldest age group is related to what Roger Brown (1958) .s,catled

0

their 'codability';" Codability is essentially the ease with which a

concept can be discussed, as reflected in''theavailability and economy

'of a geperaily recognized verbal label. One simple ileasure suggeited by

:Brown* is the number of letters in the words used to label the concept:

the more letters, the lower the codability. Clearly the constructs

supplied on the grids vary considerably by this measure, from 'simple:

to tworksout.as you would expect in the end'. If the number of subjects,.

Sin alternative explanation might be that the seventeen year old+

sample, which is smaller than the others, had its own, different modal

response to each construct; this was not the case. The number of less-

frequent poles rather than the total number of,different poles is used

here because it is independent of sample size.

A caveat is needed here: the argument would,be stronger if the

data were based on the ability of each subject to provide a multitude of

labels for each pole,,instead of on a diversity of within-group response.

The intermediate stage in which the modal response becomes more prominent

lends support to the suggeSted interpretation.

276



-274-
.

giving no response'or a simple negative for the pole of each construct is

compared with codability as measured by this index, a very clear relationship

emerges: the least codable constructs are much more likely to be ;even

negative pole, or to have their pole omitted, than are the most codable

constructs in this set. This is interesting, and lends sorne creeonce to

the aTgument that 'no response' and simple negations are used wheh the

construct/is giving, difficulty.

For a few obt!le'constructs the oli oles, suggest a clear

shift in neanirlg as age increases, rather than a gradually note accurate

approxiration to a socially negotiated, public meaning of the terms.' 'Dull'
6

,

is one of these, with 26.7 percent of the mine year olds and 33.3 percent

of the thirteen year.olds-at the comprehensille school using'bright' or

/ ',sunny' as the pole_instead of 'interesting' or 'eNciting', which are

:. .

dominant in the other groups. 'Original' is another whin shows a shift

ia,meamiing, with the thirteenyear olds opposing it to 'copiedlin the
/''', °.

\ senieof using someone else's iOrk as your own; the older students do
.....i -

not agree on a different label? but begin to evidence understanding that
,

.
..

/
a work nay either follow or ignore conventional patterns of expectations.

.
/

Poles for the constructs 'easy to understand' and !simple' both show a
.

. /
gradual shift frori An emphasis on 'difficulty' ,or/ ard at the' younger

. .
,.

ages,, to a concerts, with complexity and depth aro.ng the older students.
8

7For these ecOmoarisons, the. cons
/

ucts, were ran!/: ordered by
.

oodability by the number of immature re o nses (1%,e.1 negatives or-_

no respons ), d dichotomized at the nedia feach scale. Of the 10,

constructs shoW ng the highest, proportion, f imnathre responses, all
but 2 are ado the 9 least.,c6dable. USih /Fisher/ Exact Test (Siegel,
1956), the difference is significant at th ,011evel, two-tailed.

\.%,
.

0
,Considering only those responses wh'ch are clearly concerned with

dither 'difficulty' or 'complexity',, cOmple. poles for eas to understand

rise from 0 out of 16 at nine and 1 out of 2 at thirteen,atthe
comprehensive school, to 3 out of 15 and 9_out of 19 at thirteen. and
',Seventeen at ehe seledave school. For simple., complex poles rise from,

0 but of 19 at nine at) out of 24 at thirteen at the,conprehensive sChtloll
'to out of 18 atithi n and 15 out of-18 at seventeeniatthe selective

oll. Of'the contrasts between adjacent age groups, thiC from thirteen
to seventeen at the selective school is significant at thl,65 level,
chi-square, 1.= 4.33 Of a 1-.

. ( . 27"
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Patterns
If

Smohasis
/

After they had completed rating,the stories,
subjects given the

written ;grids were asked to indicate which-two constructs they considered

to be,the 'most important', and which two to.be the 'least important',

of thoSe supplied. Taking the 100 written grids as a whole, 'Well-

writte is the single most highly valued construct (rated as one of the

,two most important by 40 percent), followed by 'completely absorbing'

and 'interesting, subject' "(24 percent each), and 'very good' (23 percent);

the others.appear in the top two less than 20 percent of the time.

Again,there are clear age, changes within this generfl pattern.

First, the gener-11 evaluation 'Very good' fallS from 30.percent at nine

"!
to ;5 percent 4 seventeen, this seems to reflect the increasingly

focussed and precise nature of evaluation for older-students rather

than a de-em'phasrs of evaluation itself, since 'well- Britten'' and

'completely absorbing' remain high at all ages. 'Makes me think', one

ot the more direct evidences of treating the work as incbrporating ideas

or perppactives on thowerld, rises from 6.7 percent at nine to 10

perCent at thirteen in the selective school, and then jumps to 40 percent

at seventeen; this parallels. the, changes discussed in chapters VII and

'
III-,*though themore didact c 'teaches a lesson' does not show a

imilar.increase in popula ity. It is interesting, toe, that 'ends

7 .
happily'' does not rank hig ry.(4 percent overall, with a high of 10

ement at nine), in spit of reports that mid-adolescents Often suffer

i

-from 'happiness -bIndingt in their reactions to stories (Squire, 1964).

ISimilarly with 'like rea life' (3 percent overall) and 'could happen

to-me or my friendsq0.0 percent), neither of'which provides any evidence '
. .

..'

.

that realism 22E4Ra is highly regarded by these students.

There is less_cannensus in the constructs rated as least important.,
.

the

jOnly two::-'could 4oppon Eo no or my friends', (28 peree6t) and,cid Lends
\

, ,. -

happily1(25 percent) -.are rated as
i

unimportant by,as many 4s one-fifth

2-7r0
6



of the students. This qbestion proved more ambiguous than that on the

most-important constructs, however;
.

AO.

comments during administration as

well as the nature,of the responses suggest that-t-Grastudentsjnter-prete

it as a request for the two charpcteristics which they least liked to'

find in a story, while others took it (as it was meant) as a request for

the two characteristics whicb*were least relevant in determining their

reaction. Still a few age-changes are evident and of interest: 'dull'

becomes less irrelevant (dropping from 40 percent at nine to 5 percent

at seventeen) as its meaning changes; 'could happen to ms or my friends'

becomes less important, its ratings increasing from 6.7 percent at nine

to 50 percent at seventeen; 'ends happily' shifts similarly, from 10

percent to 45 percent; while 'slow-moving' begins at 30 percent at

nine but disappears altogether from the list of unimportant constructs

at seventeen. (Data,on least- and most - important constructs are reported'

in detail in supplementary tables 18 and 19.)

Degrees of Freedom

The number of construct& whieK are being meaningfully and differentially

applied to a sample of elements from a specified domain is a direict measure

of what earlier has been called the 'degrees of freedom' in a construct

system. Several questions inthe-interviews and the open-ended questionnaire

yielded measures of the number of different constructs elicited from each

student, and in each case the ayerage Shows a significant increase with

9
age. Reasons for liking or not liking stories rise from a mean of 1.4

constructs elicited at six to'8.4 at seventeen; ways in which poems,

stories, and rhymes differ from one another rise from 1.1 at six to 2.8

at nine; reasons for rereading Cor not rereading) a story or Poem rise

from 0.9"atnine to 1.6 at seventeen; and reasons for readin'gra book

with a teacher or at' home rise from 1.1 at nine to 1.8 at seventeen. The

9Using analysis of variance forthe first two soks of data, median'

tests on adjacent age-groupS fen the second two seta. In each case,

opposite poles reflecting the same divrimination (a.g., happy-sad) were

counted as a single construct, however many.tiMes either or both were

Used In the course of a response. 279



-277-

evidence from the various measures of meaningfulnesd derived from the
Ak

grids is less direct, but-also on balance suggests that more constructs

are being meannagfully applied by the older students than by the younger

ones. Though polarity falls with age and total within-grid variation

''remains essentially constant, the younger children have more difficulty

in labelling construct poles; have a much higher bias in their ratings,

and show less between-subject agreement in the rating of story-types.

In its most extreme form, the: degrees of freedom in a grid can

be limited by, treating various elements or constructs as identical,

and hence giving them the same ratings. The likelihood of this isto

some extent constrained by the size of the zrid: every element that

is added provides an additional opportunity to discriminate (systematically.

or by mista::e) Among the constructs, and every additional construct

provides an additional opportunity to discriminate among the elements. .

For tip relatively small orally administered grids, both the number of

constructs with.variance greater than zero and the number of elements

which are not identically construed show significant increases eronF.six
.J

to nine.
10 . !,

With the much larger written grids, very few of the elemrts

are identically construed at any age, but_an average of 2.5canitruct8-

continues to sho 7 no variance at nine (dompared with 2.2 on the oral

grids at the same agp). This falls to 0.4 by thirteen and remains low

thereafter. All of these data suggest that the degrees of freedom in

.
the const tfct system increase over the age-span being studied, though

.

aga nthe measures are less precise than might be derived with?a*, construct

elicitation procedure.

4. Organization

The way in which a person nanages the increased complexity of

higher degrees of 'freedom is to organize the information better'. The

°The number.
numbet'of elements
2;39, pl.<:.02, with

.

.

r

of conatructs rises,from 5.8 at six to 7.8 at nine, the
ttbm 6.4 to 7.1. Mult.Variate F for age.. 4.42, df a
sex and interaction'sshowing no significant differences.

'28
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amount of organization in various psychological sii'eens has usually been.

investigated under the general rubric of 'cignitive complexity'; such

studies usually attempt to estimate the n er of independent dimensions

of variation present-within a given ps' hological domain (cf. Crockett,

1965). This section will similarly be concerned with the nature and

relative importance of independent dimensions in the construing of stories,
.

but this will be treated'as structure superimposed upon a construct system

already; demonstrated to grow richer--and in that sense more complex--

With age.

. Dimensionality

i4
.

Dimensionality is concerned simply with the number of independent
. .

dimensions of variation present in a data matrix. The procedure that

will be used here, bothto study the number of dimensions in the grids and

later to study the nature of the various dimensions, is principal components

a .11ysis.
11

This is a procedure Larch statistically transforms the

observed relationships among constructs aid elements into a new matrix

in which the dimensions are uncorrelated with one another. This new set

of dimensions (or components) is ordered in terms of the relative amount

of Information which each dimension organizes. Eathematically,there is

no reason to place more importance upon an earlier dimension than a later

one; all of the dimensions are 'real, in terms of the observed matrix,

and even very small dimensions that emerge late in the analysis may

4P
appear consistently in different samples and have-predictive importance in

terms of some external criterion of interest (cf. Slater, 196). Still,

the first few components often account for the majority of the observed

variation, and can be used es a parsimonious means to summarize the most

11The literature on this procedure and on factor analysis in general

is .vast. Dempster (1969) provides a comprehensiveliscust;ion of 1,19'. 4.::'.

underlying mathematical theory; Cattell,(1966) includes many diScsgions-
of its.applications in apsychological contexts Slater (1965, 1972b,

,-- , A .

1972d) describes its use it the conteNt of'grids, as vell as further
details about the specific form. of the analysis used-in the present,study.,

,
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important aspects of the data .matrix - -or in our case, to indicate

the most important dimensions-of construing.

In the present series of studies, a principal components analysis'.

carried out separately on each grid, using the facilities of the

radical Research Council's grid-analysis service (Slater, 1965, 1972b).

Since it was assumed that the importance of the constructs would change

with age, the construct grade were not standardized before carrying

out the components analysis; t is gives constructs with higher variation

greater weight in determining the structurethat results.
12

The dimensionality of a data matrix is constrained only by its

size, unless some of the constructs are identically applied or some

of the elements identicafly construed. or the relatively small orally

administered grids, there is in fact a discernable (but not statistically

-significant) increase in the number.of independent dimensions, from 5.0

at six to 5,8 at nine (out of a maximum of 7.0). In virtuallyall cases,

the dimensionality is reduced because two or more elements are identically

construed,, receiving the same ratinzs,on'all of the constructs,,rather

than because of restricted variation thethe ;Constructs tliMnselves. On
I

the much larger written grids, almost all have the"maximum oC 8 independent

dimensions, with only 9 out of the 106 (5 of these at age nine) having

fewer. Ithen the dimensionality is constrained on these .1rids it

is because of identically construed elements.) Within such limits,

;,
dimensionality becomes a que&tion of how many components are 'significantly'

large, but unfortunately there is nb general statistical solution to

this problem (though there are a number of more or lesS adi hoc, criteria;

cf. Catte1111966):" This leads us to ask (instead about hs relatiye

PliPort5Ipejaf thrtVrarious dimensions in each grid: do one or two

;,
components seem to dominate? are there many small ones of approximately

12
Components are teen on tht matrix of sums

products of the rate, scores(.

282

squares and cross



the samesame size? or is there a gradual.falling off from large to small

with no clear discontinuities?

-
in the present- study, the-first-component in each grid

accounts for an average Of 43 to"55 percent of the total within-grid

variation, the second component for another 19 to 26 percent, and the

third for 12 to 15 percent more (table 38). Though some of the fluctuations

Table 38: Proportion of Variation in Ratings Of Stories Accounted for by
Components One to Six

Average Percent of Total Variation
Oral Grids Written Grids

Comprehensive Selective
Interviews School Schools

Age 6 ,Age 9. Age 9 Age 13 Age 13 Age 17

(P=21)1 (n=22) (n=30) (n=30) (n=20) (n=20)

1. First Component: Boys 48.0% 52.27. 43.7% 55.3% 49.2% 44.3%
Girls 50.4 57.3 42.8 48.4 41.5 49.1

2. Second COmponent: Boys 27.6 28.0 20.2 17.6 21.4 4 21.0

Girls 24.8 23.0 21.5 21.2 23.1 22.5"

.3. Third Component: Boys 14.5 11.7 , 14.0 11:2 10.8 13.5

Girls 14.6 12'.5 13.8. 11.8 13.2 11.4

4. Fourth Component: Boys 6.6 6.1 9.3 6.7 7.6 8.3,
Girls 6.6 5.4 9.6 7.6 9.2 6.7

5. Fifth Comporient: Boys 2.8 1.4 5.9 '4.2 4.7 5.9

Girls 2.6 1.3 5.9 4.9 5.7 4.5

2
3 .86. Sixth Component: Bo/57s 0.5 . 0.5 4.0 3.8 3.3

Girls 0.9 0.5 2.9 3.0 4.0 2.9
r ,

. Multivariate F-Statistics
3

6 vs. 9 9 vs. 13 13 vs. 13 13 vs. 17
Age (or_sehool). 1.34 4.19*** 1.61 1.32
Sex

(
1.73 2.69* 2.24 9.26 .

t
Interaction- 0.19 0.9 1.64 1.88

(df for each effect) (6;34) (6;51) (6;41) (6;31)
Univariate Effects (.05)
Age (or school) - 1,3,4,5,6 1,4,6

...,,-- Sex 2 2 ' 1,4,5 _ - '

(
.

inte"rqction.
_..

- -se 1,3,4,5,6
...

-16mitting 1 girl with no variation on any construct.
2The orally administered grids have a maxirum of 7 roots, the vritten

grids a maximum of 8. The seventh averages less than 0.1 percent on the
oral grids at six and nine.

° ,3Based on the first six components. For the oral grids, the effects
are not orthogonal.' because of the disproportionate cell sizes; in each
caseNan effect is tested after allowing for the influence of other effects.

^1)!C.45'--/
'ke,p <.0].

:* *p45. 005

..../71,
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between the various groups studied are .statistically significant,

overall the s triking feature of the\results is t he lack of bajor shifts

in the proportion of the variation accounted for bY.the-vartous-components;

.individual§.at_all_ages seem to impose roughly the same amount of structure

upon these sets of spectator-role constructs, concentratingthe variation

in thgir ratings in a few major dimensions. The number of components

which individual* account for 10 percent or snore of the within-grid

variation averages roughly 3, ranging from a high of 3.2 to a low of

2.7; these three components account for an average of 90 percent of

the variation in the oral grids, and 80 percent in the larger, written

grids.

These findings care consistent with those from deVeldpmental studies

undertaken using the semantic differential, a technique which provides a

matrix of scores very similar to that from a repertory grid.The

cdrrespondences are to some extent misleading, however, and obscure

important methodological as well as conceptual differences in the two

approaches. Semantic differential scales (comparable to our constructs)

are applied metaphorically: often the scales do not-bear any direct

relationship to usuakprocesses of construing the. 'elements', and raters

are urged to respond quickly and intuitively. .hen the scales are too

directly applicable to the elements, that has-been called 'denotative

confounding' may occur, as a result of the scales being applied literally .

'rather than metaphorically. From our point of view, such denotdtive

'confounding' is'part Of the,normal process of construing, and often the

6

part in which we are most interested. Still, in spite of these differences,

developmental studies with the semantic differential have found that, at

the level of the pooled grbup dimensions-in which' they have ben

- .

interested, the proportion of variation accounted for by the early

1

components remains remarkably consistent across age groups (Miron and

. . _ ,

Osgood, J966). Here we ,have found a similar consistency, in a new area, 4

-

and have demOnstrated that it
4

s characteristic of individual :ether ehl1::



group patterns of. response.

If we consider ogr'findingsthat 1) more constructs are used by .

the older children than by the younger, and 2) the proportion'of within-

grid variation explained by the early components, remains essentially

stable with age, then the portrait whih tmeres is of dimensions which

become increasingly 'deep' or 'rich' with age. Perhaps through processes

of articulation and entrainment such as those discussed in the first

chapter:an initial sfMple discrimination between 'good'-and 'bad', say,

will become a compoSite built up out of many related, contribut-i-Img-/

constructs. Thus at six, the variation accounted for by the first

---- component is on the average equivalent, to 2.8 tines the mean per construct

variation (ignoring constructs with no variation. at all in each grid);

this rises to_4.3 times the average per,tonstruct variation by nine.
13

Though_analyses such as these-do not measure hierarchical depth directly,

a system of superordinate and subordinate construct relationships would

be one tray, of explain e results.

Convergence in Pat onstruinq,.

The particular shape which the structure in a grid takes can be
0

expressed as a set-of correlations among the constructs or--more

conveniently for many calculations--geometrically as angular distances

between constru - pair. Every grid generates a set of angles relating

each construct to every other construct in the grid, and these angles

can in turn be used to compare the extent to which the aonstruct Systems

of -diffgrent subjects are similarly organized. Two subjects can have 0

identical angles between constructs even if their ratings on specific
.

)1, storied are tota ly unrelated; thus it rakes sense to look at convergence

in angles ween constructs just as ea ler we looked at,convergence in

13
This measure of size was calculate or each grid separately andi

then averaged. The 'aifference between the a,es.is significant at the
.001 level, t 4.25, df=42, two-tailed.

2 8
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ratings' of story-types.

Again, intraclass _correlation coefficients provide a measure of

convergence. These are summarited in table 39 and show that as age

increases, the construct 'ystems of these subjects steadily converge

toward an agreed pattern of organization. Between- subject similarity as

measured by this index rises from nearly zero at six to a substantial

.55 at seventeen, considerably higher than the figures reported earlier

for convergence in ratings on story-types. There are difficulties

Table 39: Between-Subject Consistency in Relationships Among Constructs

Relevant to Stories
Intraclass 'Correlation Coefficients

1

Oral Grids Uritten Grids

Interviews

Comprehensive
School

nective
Schools

Age 6 Age 9 Age 9 Age 13 Age 13- Age 17

(n=22) (n =22) (n =30) (n=30) (n=20) (n=20)

All Students .014 .184 .193 .458 .512 ;552

Boys. only .037 .160 .189 .477 .536 .553

Girls' only .016 .180 .222 .468 .471 .556

1For the oral sorids, these coefficients are based on 45 separate
angles for each subject, for the written grids on 190. In the comprehensive
school, a self-selected sample of-5 boys and 2 girls at age 17 had an

intraclass correlation of .507.

G.

with this measure as applied to the angles in the grids for the younger

children, however, which may obscure a more substantial degree of between -

subject agreement for-them as well. The two factors of most importance

are the restricted variation on some of the constructs, and the high

degree of bias.

A construct with no variation within a given grid. will have a zero

correlation with every other construct. Often, this zero correlation is

at the furthest possible extreme from the correlation that emerges when

the constructs in question both do vary: ',very good' and tone I like',

for example, are highly corretated in all of the' grids where both are

used, but both show no variation (and have a zero correlation) in a

substantial proportion of the oral grids: Some idea of the magnitude of

28G
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this effect can be4rawn from the six year old sample: here the average

correlation between the tuoconstructsis'.289 if all gridsare-used,

,but .946 if only those grids in.which both constructs have variation

greatbr than zero are included.. It may be that zero correlations

emerging from constructs with variation restricted, in this way, though

interesting in the context of individual grids, are better treated as

'missing values' about which the grid has not provided any information

The second complication in the use of intraclass correlations stems

from the high degree of bias in the younger children's ratings: with

most of the stories clustering toward one end of each construct, the

correlations between constructs are sometimes determined by one or two

deviant ratings; these nay in turn be shaped more by the particular

characteristics of the story being rated than by the general relationship

between the constructs in question. (Similar difficulties in earlier

grid formats led Bannister to constrain subjects to divide elements

equially between the poles, and later to rank-order them; cf. Bannister

and Fransella, 1971.) Since the effects of both bias and restricted

variance would tend to reduce the intraclass correlation for a given

group, there are reasons to move on to look for group patterns of

construing even in the youngest samples whe at first sight, the

intraclass correlations would suggest there is no convergence at all.

5. Construct Systems at Six arid Nine

Group Patterns

Structure can be examined either in the individual grids or by

pooling the grids from a given sample. 15
The pooled matrices have the

4

14 , !

These and all other averag9 correlation$ in this report are
calculated as cosines of average angular distanes.

15
There are a number of ways in which th4s pooling canbe"curried

out; the'analyses reported here Are based_on:data matrices of 10:constructs
by 176 elements (8 each from 22 Ss at each iige), ignoring the cat4orization
into story-types.

e Z87 .;
(7
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advantage of offering a parsimonious summary.of trends at each age, and

of minimizing the sorts of distortions discussed above; the individual

analyses have the advantage of directly presenting personal construct

systems. Here we will begin by looking at the results for each age-group

and will then compare those results with the inc'vidua3. analyses.

At both six and nine, there are four dimensions each of which

represents 10 percent or more of the total variation in the group matrix;

these diimnsions are summarized in table 40, with the three largest

displayed graphically in figure 3. Before moving on to discuss them,

however, a brief digression on the meaning of and figures may

be in order. The dimensions that result from a principal components analysis

are orthogonal: graphically they define angles of 90 degrees with one ,

another and numerica they are uncorrelated. Simply ,put, knowing hoTi

a story is construed in terms of one of these(dimensions tells us nothing,

whatsoever about how it will be construed on another.' The size (ignoring

signs) of the 'loadings' on a component define the new scale which the

. variation along that Component represents: a high loading means 'that a

construct is relatively important in defining the dimension, a low loading

that it is more or less irrelevant to it.

In mapping a construct system as in figure 3 (below), each construct

is'treated as an axis of the sphere defined by the first three principal

components. All of the constructs and components intersect one another at

the center of the sphere, and each touches the surface of the sphere

twice, at opposite sides. The higher the Correlation between any two of

these axes is, the smaller will be the angle between them where they meet

at the center of the sphere, and the smaller the di nce between them

where they touch the surfacb. If one thinks of a 'map 9f the earth, then
c

the perspective adopted in the maps is that of looking down from above

the north Pole: the-center ofeach map represents the pole,, and the

circuiference corresponds to the limaprial.circle. One pole of each
4:00b
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construct vill fall into each hemiSphere, so that only one half of the

sphere is actually napped.

In thdse maps, each construct-is portrayed as though it touched

the surface of the sphere; this introduces a certain amount of dis,tortion,

14 that it depicts the constructs as though each had equal weight in

determining the structure. This is not necessarily or even usually the

case, since the total variation differs from construct .to ebnstruct, as

does the proportion of that variation explained by the three components

depicted. (Both the total variation and the proportion of variation

explained by the first three components for each construct are reported

in supplementary table 15.) For these reasons, the 'loadings' given in

table 40 offer in some ways a better starting point in int&-preting

the nature of the components; these loadings reflect the exa contribbtion

of each construct to the total variation along the dimension. Though

principal components analysis imposes a purely mathematical structure

upon the data matrix, it is possible to use the loadings to interpret

,'the structure in more general, albeit also more arbitrary, terms: we

can ask if the patterns of loadings 'are such that we can specify a

superordinate construct which subsumes the constructs with large loadings,

and which is irrelevant to those with low loadings. Labelling the

dimensions in this way will make it simpler to discuss the results and

to relate then to other findings about the development of literary response,

but in talking about labelled components it is necessary to remember that

we are simply using a convenient short-hand for a complicated set of

results.

'Turning now, to the specific results, we find that at six the

dimensions are relatively loosely defined. The first component seems to

represent what in the older samples will emerge as separate dimensions of

'evaluation' and 'simpl'icity'; 'ends happily' has the highest single

lohding and 'teaches a lesson' is also ,closelj related to it. The main
2 ri

1.



evaluative constructs, 'very gobd' and 'one you like', have low loadings

but at 'least moderate correlations. They. nre more closely related

to the first

variation is

that results

the story is

component than `to nny of the others, but because thei own

small they have relatively little effect on the structure
ti

. The second component is concerned with the extent to which

construed as short and funny or long and serious; it seems

to mark the'beginning of A concern with 'simplicity' separate from the

general judgment inVolved:in the first component. The third clusters

stories which are long, funny, and made up, and which teach a lesson;

the'fourth is similar, but this tune with 'tenches' joined with 'really

happened' and 'short'. Later components reflect retidgal patterns, or

are dominated by single constructs.

,At.nine, the structure has become much clearer. The first dimension

of construing is related to the 'simplicity' of the story; its poles

separate stories which ares,construed as hard, long, serious, and for
.

older-,chiIdren, from easy, short, funny ones for younger children. (In

this,form it is closely related to the second,component of variation at

age six.) The second' component at nine is clearly concerned with making

an evaluation of the story: is it one that is liked, good,_ interesting,

and long? The third and later components are defined by single constru6ts

or low residual.londings; they represent for the most part the lack of

any further organization among the separate constructs in the system.

The rat her amorphous first component at six and its disappearance

at nine (where distinct dimensions of simplicity and evaluation appear)

is related, to the heterogenepus variancesof:the constructs. 'Ends
;;1
0."

happily',,which hai the largest loading on the-first component at six,

shows the greatest shift of any construct; its standard deviation falls

by morn than 50 percent.tetween the two ages. At the same time, the

variances of the evaluative constructs all increase, giving them

greater( weight in determining the structure. Their relative lack

of imp rtnnce before nine parallels findings recently reported by

20004.
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Cormak, Sagotsky, and Moshier (1972). Studying encoding processes for

single words, they found that evaluative dimensions were not used at

all in their second grade sample;-and were used only with great difficulty

by their fourth graders; not till sixth grade did they find evidence

that evaluhtion was being clearly and easily used in-encoding.
_

The results also provide some evidence that the matrix at nine is,

as 'a whole, slightly more structured (as the intraclass correlations

reported earlier suggest). The four components summarized in table 40

account for 79.0 percent of the total variation at nine, but only 64.9

percent at six; this reflects the fact that each of these early components

explains a slightly larger proportion of the variation among the older

than it does among the younger children. (The difference in magnitude

between these results and those from the analyses of the individual

grids is not interpretable because of the differences in the size of

the,grids; the individual grids are based on ratings of only F: :titles,

the pooled analyses, on 1/6.)

In figure 3, these changes are reelected in the positioning of the

construct poles relative to one another on the surface of the sphere. At

six, these poles are quite widely 'scattered, with very little clustering

and little tendency toward allotment with the three principal axes. By

'nine, clegrer clusters have begun to emerge, and there is also some

shifting toward better alignment with the principal axes; only 'short'

and lends happily' remain clearly split between two or m e dimensions,

each felling half way between the horizontal and vertica axes. ('Teaches

a lesson', at the center of the figure, is very closely aligned with the

'north-southlfaxis which corresponds to the third dimens on in these

figures.) Retrospectiliely, it is possible to find trace. of the structure

which emerges at nine in the results at six, but this structure is much'

less clearly defined.4
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Individual Patterns

The principal components analyses carried out on the individual

grids provide another way to examine typical patterns of construing at

each age. It is difficult to compare patterns in different grids, -.

especially so in the oral/grids where several constructs regularly drop

out of each grid because of a lack of variation. Still, it is possible

to roughly define each component in terms of the construct which has44the

highest loading on it. Taking the first three components from each grid,
16

'there are 62 of these at six and 66 at nine (table 41). At six, these

Table 41: Highest Loadings on Compbnents One, Two, and Three of

Construct

1. Very. good -not - 18.2% 27.3%
2. Teaches a lesson-doesn't 40.9. 59.1

3. Really happened-made up 40.9 9.1

4. Easy to understand-hard, 45.5 50.0

5. Ends happily-sadly 40.9 0.0

6. Interesting-boring . 18.2 18.2

7. ong-short 36.4 36.4

/. 8. For older-for younger 31.8 9.1

9. Serious-funny 36:4, 63.6

10. One you like-don't 0.0 18.2

Orally Administered Grids
Percent of Grids with One Component

Oriented Towards the Construct)
Acie 6 Axe 9

1Each component is taken as oriented toward the construct with the
highest loading; tied loadings are credited under both constructs. Percents
are based on 22 subjects at six and at nine, with 62 and 66 components,
respectively, classified in all.

it

are relatively evenly distributed among the possible orientations, with

the exception of the 3 evaluative constructs ('very good', 'one you like',

and 'interesting'); these define relatively few of the components. At

nine, the pattern has become much sharper, with 'teaches a lesson',

'serious-funny', -and:easyl dominating. 'Long' also appeaFs'in some of

the grids and the evaluative constructs have beCome slightly more important,

16
With the exception of 1 subject vho had no variation on any

Construct and another who used only 2 constructs; both were six year olds.

2A4
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/9,

but 'really happened', 'ends happily', and 'for older-for younger' all

drop sharply in emphasis. As a set these changes mirror those in the

pooled analyses.

If patterns rather than-OmPTYtheFigt-Ioadings on each construct

are.considered, the results continue to parallel the group findings, at
A14%.

least at the revel of individual components. Here the maps of the

group constellations of constructs in figure 3 provide the best summary

of what is happening: individual construct systemsseem to involve

primarily a rotation of the axes of the sphere toward-one or another

central construct, with the whole structure tightening Up around it in

a sort of 'halo' effect and, especially at six, many of the other constructs

dropping out of the system altogether. The individual patterns do not

seem to contradict the group pattern so much as to pick selectively from

it. To give some sense of this, 6 grids have been chosen aY random
1,1

from the six year'old samples (3 each from the samples of boys and girls)

.

and their results mapped in figure 4 (below). To'compare them with the

group structure, it is necessary to remember that each diagram represents

a sphere vhich can be rotaed in any direction, and that ea h construct-

label represents only one pole -an-axis running through that sphere.
17

, 1

As -one example of what this means, we can look at ES& two constructs
..._

'hard', and for younger children' in Jon Map. Theselappear.on

opposite sides of.the map and seem very far apart, but they in fact`

represent twb closely related constructs. If the sphere is rotated 90

degrees around its vertical axis, 'for younger' will appear just

slightly left of center and 'easy' (the opposite pole of 'hard') will

17The axes in these spheres are oriented so that they explain the
greatest proportion of the initial variation, the next greatest proportion,
and so on;' in the map, however, they have been arbitrarily equated so
that the maps will be spherical instead of ellipsoidal. In this

spherical form their orientation is arbitrary: the configuration of
constructs can be held fixed and the 3 orthogonal components rotatedevithin
it to any criterion desired. 2;



Figure 4: Spherical Maps of the First Three DimenSlons of Construing

in Selected Six Year 'Olds r X-
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emerge just slightly right of center, below the horizontal axis. Jon,

then, as one dimension in his construing of stories separates easy

stories for younger children from hard stories for older ones; by-

rotating, the axes in the map for the six year olds slightly, a very

similar dimension can,be made to appear for the group as a whole.

The question which we cannot answer on the basis of the present

data is whether low intraclass correlation coefficients among the

various grids at six and nine are the r' ult of stable individual
,

Vx
differences iftlioftitterns of construing, o of within-subject lack of

stable structure in the per.sonal.constrixt systems being studied. Either

situation would lead to the sort of regultsreported, and both are

probably to some extent operating in these samples. Lack of reliability

in individual patterns is probably especially iMportant at six, an age

when thinking in general tends to be more syncretistic and less systematically

structured into the sorts of patterns the grids are designed to measure.

It would be interesting in another study to measure whether an individual

on retesting would show a pattern of construing more similar to his OM

initial pattern, er to the pattern which emerged from the pooled results

from his age group.

6. Construct Systems from Nine.to Seventeen

Group Patterns

The oral grids with nine year olds show two clear, dominant

dimensions of construing, one related to evaluation and the other to

the perceived simplicity of the stories in question. In the written grids

used with the older students, the same two dimensions continue to appear,

dominating the results in each sample_ Changes in construing as the

systems nature seem to center on the relationship of particular constructs

to these more general systems, as well as on the emergence of certain

minor components of particular interest.

Factor loadings from these various analyses are summarized in

2 9 i;
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table 42, i/ith the first three components of the oldest and youngest

samples mapped in-figure 5. -The first `component in all four samples is

a general evaluative one, accounting for 20Ipercent of the variation

-among the nine year olds; this rises to about one-third for all thred

of the older samples. This increase in the proportion of the total

variation explaihed represents a general 'tightening' of the construct

system around this dimension; the number of constructs showing at

least Moderate loadings on the first component rises from 1Q at nine to

17 at seventeen.
18

Even the construct which these older students add

to their grids is systematically related to evaluation, though the

specific construct added varies from individual to individual:

Within this general pattern of increasingly tight integration of

the constructs into a general evaluative dimension, a number of particular

shifts are of special.intorcse.. 'Disturbing' shifts gradually from a'

negative relationship to evaluation at nine (correlating. -.350) to a

highly positive one (.719) by seventeen; during the same period, 'ends

happily' changes from a positive (.198) to a negative (-.474) characteristic.

Both of these can be interpreted as results of the tendency of the older

students to accept the story as a way of discussing an alternative view

of the world, one which may upset their own view and force them to

reconsider. ('Makes me think' shows a slight increase in its relationship

with evaluation during this period, but its results are complicated by

the tendency of the nine year olds to treat this construct-as equivalent

to 'hard enough to keep me interested' or, alternatively, 'hard enough

to teach me to read setter'; these alternative construals are also

l'0The absolute size of loadings on components of unnorffiali6L (i.e.,

unstandardizcd) scores varies with the total variation in the grid -and
hbnce with sample size as well as with changes in the 'mean square
variance.. As a criterion for couparing the various grids in this stu0,

tImoderate' loadings were defined as those representing 20 percent or
more of the average.per construct variation; this is approximately equal
to loadings of .45 in the analysis of a .correlation matrix.

29i
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Table 42: Principal- Components Of Written Grids,--, Part Onel

-Construct

First Compoitent%.

Comprehensive School Selective Schools'

Age 9
Loading(ri)

2 Age 13 ,

Loadin2 (r..)1 3

Age 13
Loading(r..)1

Age 17
Loadin(rii)

1.

2.

Very good
Disturbing

21.2( .830)

.3

14.8( .819) 12.2( .729)21.1( .804)
-8.6(-.350) 8.4( .306) :11'.5X .558) 15.7( .719)

3. Dull -15.8(-.620) -18.0(-.677) -14.0(-.699) -14.5(-.721)

' 4. Wdrks out... .4.5( .149) -10.0(-.378) -11.0(-.548) -11.0(-.524)

5. Teaches a-lesson 10.0( .354) 16.3( .608) 7.8( .400) 11.4( .562)

6. Original 1.9( .065) 16.9( .640) -10.2( .535) 12.3( .647)

7. Easy to understand 74.6(-.163) -1.6(-.081) -8.3(-,382)

8. Could happen... 6.5( .258) 10.2( .385) 7.3( .377) 9.3( .422)

9. Ends happily 4.5( .198) -6.2(-.327) -10.3(-.474)

10. Slow-moving -6.8(-.235) -12.7(-.460) -9.7(-.494) -8.0(-.373)

11. Full of violence 3.3( .125) 9.9( .387) 5.4( .269) 7.0( .320)

12. Well-written 14.4( .624) 13.7( .722) 11.8( .742) 9.8( .665')

13.'Absorbing - 13.1( .429.) 20.4( .795) 17.8(-.863) 15.5( .749)

14. Flakes. me think 19.1( .595) 21.7( .806) 13.9(.685) 17.0( .804)

15,.Simple -5.1(-.169) -11.6(-.417) n6.1(...286) -10.7(-.479)

16. Serious 15.4( .516) 18.8( .699) 9.5( .455) 12.2( .603)

17. One I like 20.7( .787) 21.4(..817) 17.2( .811) 14.0( .719)

18. Lie rear life 13.7( .458) _J7.4( .628) 13.3( .638) 11.9( .522)

19. Interesting... 20.7( .710) 21.4( .832) 13.5( .767) 13.4( .774)

20. One additional' 4.9( .164) 8.7(` .a20) 8.9( .407) 11.8( .533)

Latent root 3111.3 4780.0 2560.0 2919.3,

Percent variatio n 19.9% 34.4% 32.5% 34.7%

Second Component

1. Very good 6.2( .235) 7.6( .299) 6.2( .346) 5.3( .31,8)

2. Disturbing -10.5(-.429) -15.0(-.543) -7.5(-.362) -10.3(-.474)

3. Dull -7.5(-.293) -9.1(-.344) -9.5(-.474) -10.0(-.519)

4.. Works, out... 13.6( .448) 15.1( .546) 2.9( .144) 2.8( .134)

5. Teaches a lesson -8.1(-.286) -2.2(-.082) - 1.3( -.O63)

6. Originel -1.8(-.062) 3.3( .124) -1.0(-.051) 2.1( .109)

7. Easy to understand 20.1( .706)' 18:1(.692) 1_6_4( .816) 15.2( .705)

8. Could happen... -1.7( -.065) -0.2(-.010) 2.2( .101)

9. Ends happily 10.5( .457) 16.2( .609) 5.7( .298) 9.7( .446)

10: Slow-moving -4.3(-.149) -10.2(:.369) -9.6(-.488) -12.5(-.581)

11. Full of violence -11.7(-.443) -9.1(..355) -10.2(-.507) -6.3(-.290)

12. Well-written 6:2( .?70) ,,5.0( .261)4 3.4( .215) 3.4( .231)

13...Absorbing 0.4( .012) 5.7( .222) 6.1( .295) 9.5( .458)

14.'Eakes me think -5.6(-.175) -6.5(-.321) =3.1(-.147)

15. Simple 21.7( .718) 14.4( .517) 14.4( .675) 13.7( .611)

16. Serious -16.1(-.538) -8.8( -.328) -13.2(-.635) -8.2(-.405)

17. One I like 8.6( .326) . 9.9( .379) 8.7( .411) 10.0( .512)

18. Like real life -1.4(-.049) -3.6(-.172) -0.1(-.005)

19. Intereting... 1.1( .038)' 3.4( .132) 1.6( .090) "'3.1( .181)

20.One additional 2.3( .079) -1.2(-.044) -1.4(-.063) 4.5( .205)

Latent root 2057.1 1852.9 1274.4 12/8.3

Percent variation 13.2%. 13.3% 16.2% i5.2%

1
Principal components-from the'group raw score sums of squares and

cross products, based on ratings of 270 stories in each of the comprehensive

school samples, and 180 stories in the selectiVe :,chbol samples. Loadings

» representing .20 percent or more of the-average variation per construct are
302 underlined; these 20 percent points are 12.5, 11.8, 8.9, and 9.2 for the

four samples in the order tabled.
4Sions rPflArtnd



Table 42:, i Principal Components of Written Grids, Part .Two

ahiid Component
Comprehensive School .

Selective Schools

Age 9
Construct Loading(rij)

Age 13 Age 13

Loadin(rij) Loadirr,(rij)

Age 17
Loading(rii)

. Very good -2.8(-.107)

2. Disturbing 2.1( .086),

-3. Dull 5.1( .198)

4. UOrks out... 8.9( .293)

5. 'Teaches a lesson 9.1( .324)

6-, Original 12.8( .442)

4

-4.7(-.186) -3.3(-.185)
5.0( .181) -0.7(-.002)
9.8( .371) 2.4( .122)

4.9( .173)
9.9( .366) -4.0(-.203)

3.7( .141) -2.7(-.142)
8.0( .305) ,3.7( .184)

1.6.0( .606) 14.2( .728)

-0,8(-.048)

2.3( .113)
-2.0(-.097)
-1.4(-.069)
0.0( .000)
2.6( .119)

12.7(. .578)
7. ,Easy to-understand 7.5( .263)

8. Could happen... 5.7(.226)
9. Ends happily 1.0( .045)

10. Slow-movibg 11.5( .397)

11. Full of violence 9.-5-(,4361)

12. Well-written -0.6(-.028) ,

'13. Absorbing '-11.7( .383)

14. Nakes me: think 7.81( .244)

15. Simple 12.1( ..400)

16. Serious 2.8( .093)

17. One lihe -2.8-.105)
-18. Like real life 8.3( .276)

19. Interesting.: 3.4( .116)

20. One additional . -10.8(-.363)

4.2( .156) -5.3(-.276)
5.9( .214) 2.6( .130)

-2.2(-.086) -1.7(-.084)
-1.5(-.077) -4.3(-.267)
-2.8(-.110) -0.9(-.046)
2.4( .087) 1.4( .069)

6.7( .243) 7.3( .343)
2.7(.102) 0.2( .009)

-3.9(-.150) -2.6(-.121)
13.8( .497) 9.7( .46!,-)

. 2.1( .096)
7.0( .325)

-12.2(-.560)
0.9( .062)
-2;8(-.136)
-0.5(-.025)
0.9( .041)
5.5( .271)

-1.1(-.056)
15.1( .662)

-0.3(-.012) -0.6(-.037)
-7.5(-.275) 3.1( .141)

-0.6(-.033)
-1.8(-.080)

Latent root 1233'.9

Percent variation 7.9%
985.5 490.9
7.1% 6.2%

Fourth Conr

664.3
7.9%

1. Very good -4.6(-.174)
2. Disturbing . 7.9( .320)
3. Dull 4.3( .169)

4. Worhs out... 2.7 .090)
5. Teaches n lesson -3.0(-.105)

6. Original -0.5(-.017)

7. Easy to understand '5.9( .208)
8. Could happen... 9.7( .385)
9. Ends happily -1.8(-.078)
10. Slow-moving 0.4( .015)'

11. Full of violence -3.1(-.118)

12. Well-written -3.3(-.143)
13. Absorbing 9.9( .324)
14. Nakes me think 5.0( .156)
15. Simple 2.9( .095)
16. Serious -3.7(-.125)
17. One I like. -4.8(-.184)

18. Like real life 16.1( .539)

-0.6(-.024) -0.0(-.000)
6.7( .244) -1.6(-078)
1.8(°.066) 2.1( .105)

-2.6(-.093) 7.8( .388)
0.7( .025) 7.3( .373)

-3.5(-.134) -2.2(-.117)
5.8( .222) 1.6( .080)
1.8( .069) 1.7( .085)

-8.7(-.327) '6.2( .327)

-1.-.059)
5.8( .225) 3.7( .1 -83)

0.8( .041) -0.1(-.005)
-0.5(-.020) -0.3(-.016)
-3.7(-.137) -5.0(-.246)
11.4( .412) . 1.1( .050)
-8.0(-.296)-e 3.4( .163)
0.6( .021) -0.4(-.017)
3.Q( .108) 0.7( .015)
-1.1(-.044) 0.5( .029)
16.6(, .611) 15.3( .699)

2.2( .133)
-1.2(-.054)
0.4( .021)
4.0( .191)
5.7( .279)

4.8( .251)
-5.6(-.258)
-6.1(-.278)
4.3( .199)
9.0( .421)

-10.1(-.461)
2.5( .170)

-0.9(-.043)

2.3( .107) !

-0.3(-;01'2)
-2.3(-.116)

,1.7( .086)
-4.0(-.175)
-0.8(-.045)
10.8( .490)

19. Interestin... -3.7(-.127)
20. One additional 18.3( .613)

Latent 'root At147.7

Percent variation 6.7%

726.5 458.3
5.27. 5.8%

/ 501.9
6.07..

3Signs reflected for all except the nine year old sample.

3 0 tr3
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evaluative.). A gradual co-opting of 'original' and 'completely absorbing'

as part of the general evaluation represents;-1,ess-a---shift in meaning than

an acquisition of one: both of these terms caused-vocabulary difficulties

for many oi---tnine year olds. Changes in 'original', however, ray

also be due in Art to changes in what is expected from a story; the

related construct 'works out as you would expect in,the end' moves from

a positive relationship (.145) at nine to a strongly negative one (-.524)

at seventeen.

AN0'

The emergence of-this general evalugtive factor in all of these

samples accords well with previous studies of literary response. In spite

of differences in the genres being studied (poetry or prose in fragments

or complete), in the variables (from word counts'to rank orderings of
.

-preference to semantic differential scales), in the methods of pooling

data (across subjects to obtain estimates of 'true' ratings on individual

selections or across selections to obtain averages for each subject), and .

in. the statistical procedures used to obtain factor.s (with and without

orthogonal or oblique rotation, using principal componerits or other methods

of factoring, with various estimates of communality), a general factor

variously labelled as 'aesthetic judgment', 'evaluation', 'general liking',

and so on has consistently emerged.
19

None of these studies, however, the present investigation included,

in themselves demonstrates that this factor is the most important dimension

of construing, simply because in one way or another the constructs being

studied have been selected by the investigator. ruch of the early work

was in fact specifically designed to investigate dimensions of preference;

the present study was more general in its approach, but the constructs

were nonetheless supplied .to the subjects and do not represent a random

selection from those that each would normally apply to stories. (It is

19Cf. Carroll (1960'1 Gunn (1951)', Harpin (1966), Vine (1970),
Williams, ',:inters, and Woods (193S); for general summaries, see Squire (1969);
Purves and Meech (1972); and D'Ai-cx (1973).

304
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encouraging here that the constructs added to the grid show essentially

the same distribution in the Purves- Rippere subcategories as thoSe that

Were' supplied.) We can conclude qUite reasonably that evaluation is.a

major dimension of construing, but there is no data yet to dJ1enonstrate
,' .

-.!1--- ,
. -,,,icj -.v.-

that it is the mugor.dimension. Its size ro4.41too to the other components
-c,-, - wv-1

e ?.

in the analysis is to An inAseterminable extent,an artifact of the

particular constructs and story-types used; indeed, in the selections

used for the oral and written grids at agd nine, evaluation emerges nr

the second and first component, respectively, not uniformly as the

largest.
20

Evaluation as it emerges in these samples bears a close resemblance

3, to the general dimension of 'evaluation' that, has emerged repeatedly and

consistently on the semantic differential. In developmental, studies with

the semantic differential, however, the structure of evaluation has tended

to stabilize at adult patterns at about -ReAge of nine (Niron and Osgood,

1966). Our results suggest that while that may be true with the semantic

ditferential's=generalized, metaphorical approach, very clear and

meaningful-differences in structure continue to appear at later ages in

, /-
the more focussed dimension of evaluation in the spectator role.,

The second dimension of,',construing which emerges from all of the

samples is, related to how simple the story is judged to be; this.accounts
!

for from 13 to 15 percent of the total variation at each age and, like

evaluation, show.sa gradual increase in the number Of constructs which

are at least moderately'repted to it. Two constructs--)easy to understand'

and 'simple'--are consistently related to this second component; the

othersvary in their loadings from sample to sample, for the most part not

20
This is a problem which can have cno final solution, even with

'elicited rather than supplied constructs. The relative importance of a ,

component of variation will vary with t e particular context in which
it is measured, and there 9- many diff rent contexts which are of interest;

30')
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as dramatically or consistently as occurred for the first. dimension.

'Works out as you would expect in the end' becomes less strongly related

to simplicityin the older samples, a change that in part reflects its

gradual absorption as a reason for not liking stories. 'Sl'ow-moving'

%

..ibecomes more strongly (and negatively) related as age rises, however,

which maybe the result of a greater acceptance on the part of the older

students of slow, difficult, but still good stories - -thus reducing its

relationshkp to evaluatioh,c 'Dull'. becomes more closely (again negatively)

associated with simplicity atiltthe older ages, probably because of the

changes in its meaning (discussed above). Finally, two of the evaluative

constructs increasingly share some variation with the second component:

both 'completely absorbing' and 'one I like' (but not 'very good' or 'well-

written') are tied with 'easy' stories by.the older students. This is

the fiTst evidence we have had of any separation of personal from public

systems of construing (or of 'liking' from 'judging'), and Will be

considered in more detail in the next chapter,

r1 similar dimension contrasting simple and complex works has also

been.described in studies by Eysenck (1940) and Britton (1952), though

they were concerned with preference orderings among poems rather than

with general processes of construing. It may also be related to

'abstractness' in Carrolps p960)/tudieS of prose style; 'this clustered

profound, abstractgwand 'hazy' works'with 'complex' ones." Finally,

semantic differential studies/have found a Ipoteribyt factor which is,in

, .

many ways similar, and which .seems to reflect the amount of 'work' or

effort associated with a given element (Osgood, Suci, and Tannenbaum, 1957).

Consideriftg.changes in construct meaningi and in loadings across

the full age range, this dimension of 'simplicity in construing stories

shows a gradual but clear redefinition: for the ybungest subjects its

pole is usually 'hard', reflecting pri rily the len7th am.d reading
t

All

poseddifficulty,sed by the work; for the older, its pole,tends to be 'complex'
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or 'serious'. Some further sense of these changes emerges from looking

nt typical.pairs of stories which 'individual children place at opposite

ends of this dimension:
21

Simole

Three Little Pigs
Sleeping Beauty
Disneyland Stories
The ?rincess and the Pea

The Hobbit
Ice Station Zebra
Cider with Rosie
1984

Not Simple

- }edknobs and Bricrtricks (Dennis D.,9;8)
- Treasure Island (Roger S., 10;1)

Bodk of nodern Heroes (Alice L., 9; 1)
- The Silver Sword (Faye C., 9;11)

.- Great Expectations (Wallter N.17:5)
- The Go-,Between (Noel G., 17;11)
- Third Times (Fran W., 17;5)
- Far Frolil the Padding Crowd.(Holly 0., 17;3)

Among the.nine year olds, this contrast is to a large extent between

stories intended for different audiences: fairy stories and children's

books versus ones directed at children nearer early adolescence. (It is

useful,to recall here that on the Oral grids at nine, the comparable

dimension of simplicity had the construct 'for younger children' strongly

associated with it.) Among the seventeen year olds, the contrast is

between simple and complex books, all of which are' adult; this is the

sort of contrast that has been found in earlier investigations, which

have for the most part used relatively mature students. Corresponding to

this shift in the composition or 'simplicity', there may also be a

reduction in its importance relative to !evaluation'. On both the oral

andl written grids at age nine, the first and second components are of

nearly equal size; by seventeen they differ by a ratio of, some two to one.

The next dimension4toappear with any regularity in the four samples,

is related to the'trealismi of the story, and accounts for frOM 6 to 8

percent of the variation in each cane. This emerges as the third

component in the three older samples, but only as the fourth' in the nine

year olds' grids. It is defined primarily by the constructs 'could

happen to me or my friends'. and reallife','But the first of these

21
We are looking here at loadtn's of particular stories on the

various components of the group matrix, and considering Within-subject
contrasts. 3 0
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.

is relatively unimportant to the nine year olds: they apparently
(

discriminate between stories which are 'like real life' and those which

are not, but do not see much connection between any of the stories and

, .

theirownlives..(Their ratings average 4.2 on a scale ranging from '1'

for stories that they 'agree completely' could happen to them, to '5'

for stories they.,tdisagree completely' could happen to them.) In the

seventeen year old sample, these realism constructs are joined by

ifull of violence', with a correlation of -.560.

'Realism' in these older samples seems to be a continuation dffhe

six year olds' concern with whether or not stories are real or made up,

but modified into a cont aSt between 'realistic' and.lbased on fantasy',

though very few of the 5 bjects at any age verbalize it quite that way.

The examd nles below again give some sense of the changing nature of the

discrimination:

Realistic,

The Vikings
Jennings Goes to School
The Silver Sword

The Lion, the Witch, and
the Wardrobe

Katie in Paris

The Loneliness of
Distance Runner

The Lost Domain
Emma
The Go-Between

- not Realistic

- Mary poppins (George E., 9;10)
- Doctdr Doolittle (Grant H., 9;0)
,The Lion, the Witch, and the Wardrobe

.(Kenneth 100)

The Silver Sword (Luella R., 9;6)
- Where the Wild Things Are (Melanie A., 9;8)

the Long
- Macbeth (Frank G., 17;0)
- The Confidential Agent (Ilorman G., 17;9)
- Lord of the Rings (Faye W., 17;5)
- Funeral in Berlin (Tracie C., 18;7) "

Kenneth and Luella both use this dimension to separate The Silver Sword

from The Lion, the Witch, and the Wardrobe, but they totally disagree

about which is the 'realistic' member of the pair--a healthy,reminder at

this point of the personal nature of construing, however similarly the

constructs may seem to be organized. At, nine the nature of the

discrimination is relatively'clenr, but by seventeen the opposite pole

of realism is being used for works as diverse as 2Tacbeth and Lord of the
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Rings. It may, be that at both.aes fantasy is defined much.-as we used

it in discussing-stories children tell, as the perceived diStance between

the world of the story and that of the reader own life and world-view.

The present data are no more than suggestive, however, of possibilities

to explore in future investigations.

To the extent that the constructs which each student chose to

add to his own grid are unrelated to one another, the twentieth construct

in these analyses will account for approximately 5 percent of the total

variation and will show only random relationships with anylof the other

constructs. These constructs-added determine the fourth component in
.
th06thirteen and seventeen year old samples, and the third component at

fatre.nine; laler components are similarly determined by the variation

.

specificsecific to single constructs or by very low loadings reflecting residual
-

variation. After the fifth, none of the components' accounts for as

much as 5 percent* the total variation at any age,.

-
Individual Patterns

In the written grids, with their greaternumber of constructs and

with stories chosen by the students prbducing a more heterogeneous set
. ,

of elements, it is possible tp interpret the dimensions in each grid

individually much as, we have done already.for the group patterns. This
ti

was done for the first 3 components of each of the 100 written grids-on

the basis of construct loadings; the classification was completed before-

the group analyses were begun in order to avoid any bias in the patterns

that mightight be recognized. Table 43 summarizes the results, with each

component classified into one of the four most frequent patterns, or

left unclassified.

Over 90 percent of the personal construct systems in eachsOmple

,show a clear evaluative dimension; in most cases this is the largest

among the components observed. A dimension representing, the Isim licityl

of the he stories being construed occurs ih about two-thirds of the grids,
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Table 43: Summary of Components One, Two, and Three in Individunl
Written Grids'

Percent of Grids in Which the
Component Clearly Auears

Component

Evaluation:- bt All

Comprehensive
School

Selective
Schools

Age 9
(n=30)

Age 13
(n=30)

Age 13
(n=20)

Age 17
(n.20)

93.3% 100.0% 95.0% 90.07
As first component 80.0.. 96.7 '95.0 70.0
As second component 10.0 3.3 0.0 20.0
As third component 3.3 0.0 0.0. 0.0

Simplicity: At All 66.7 73.3 55.0 65.0
As first component 13.3 - 0.0 0.0 15.0
As second cOmponent_ 33.3 43.3 30.0 40.0
As third component 20.0 30.0 25.0 10.0

Seriousness: At All 16.7 20.0 70.0 25.0.
As first component' 3.3 3.3 0.0 5.0
As second component 10.0 10.0 55.0 20.0
As third component 3.3 6.7 15.0 0.0

Realism: At All 26.7 36.7 20.0 60.0
As first ckpbunt 357 00 5.0 10.0
As second componeht ,23.3 16.7 0.0 20.0
As third component 0.0 20.0 15.0 30.6

Unclassified: At'All 96.7 70.0 60.0 60.0
As first component 0.0 0.0 0.0 _0.0
As second component 26.7 23.3 15.0 5.0 :11.

As third component 70.0 46.7 45.0 55.0

1
For a. summary of the loadings on these components, cf. supplementary

table 22.

usually as the second component in the analysis. A 'realism' factor

emerges less consistently; it'appears in a low of 20 percent of the grids

at thirteen in the selective school and in a high of 60 percent in the

seventeen }teas old sample. These fluctuatiens reflect the emergence of

another dimenSion,which is not `so evident in the,grouThresults:

seriousness appears among the first three components ire about 30 percent

of:the grids, including tully 70 percent of those from the thirteen year

old selective school samples. This is dominated by the construct 'serious',

with thard', 'now', 'disturbing', 'unexpected ending', 'tenches a lesson',.

'sad ending', 'makes me think', and tlike real life' all relatively
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frequently associated with it. In figure 5's maps, it represents a

further separation'of 'serious' from the other clusters, sOmet es with

simplicity in turn collapsing with evaluation and other times with a

three remaining separately defined. In the younger comprehensive school

samples, this seriousness component occurs almost exclusively in the

grids from girls, but with the older selective school students it is

equa ly likely from either sex. The importance of seriousness as an

.

independent dimension is at its peak in the thirteen year old selective

school samples from both the boys and the girls schools. If we recall

the results from our analysis of levels in the discussion of stories

(in chapters VII and VIII), these samples were also the first to show

,
much analysis and generalization in their essays;. their comprehensive'

school peers continued to be concerned primarily with summarizing the

action and details of the plot. This suggests that the emergence of

'seriousnesst may reflect, the new and still novel, recognition by these

students that works can have a message and serve a purpose beyond

simple entertainment, that *their form is controlled rather than arbitrary.

;,

Literature is emerging as somethng 'serious' and 'adult', and as

such these characteristics recei e unusual attention 5n the responses.

3y seventeen, when students are More familiar with such an approach,

this dimensidn again collapses, leaving evaluation, simplicity, and

realism to dominate in most df the grids.
0

Thee four dimensions account for better than two-thirds of all
.

.

4.

Of the components analysed in detail. At nine, 97 percentof ,the grids

contain 1 component (of the first 3) left unclassified, a proportion

that falls to 60 percent in the seventeen year old samfle. None of

these unclassified components represents the first, major dimension of

construing in any of the grids; the majority represent the third and
. p

. .

smallest-of those analysed. If these unclassified components and looked.

. .

.

at In. erms of their highest ldading, some further consistencies do
0
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emerge. Of the 72 from all of the grids takeil together,/13 are oriented

toward "full of violence' ) a construct which loads erratically on the

other major components in both-the, individual and group patterns. Other

constructs which have components oriented toward them 5 or more times

inblude 'disturbing' (6 grids), 'works out as you would expect in the

end'(7), 'teaches a lesson' (6), 'originail (9), 'could happen to me' (8), '

and 'slog-movine(9). As a set, these unclassified components seen

approximately evenly divided between slightly eccentric individual

variations upon the named dimensions, highly specific residuals from

earlier dimensions
22

, and dimensions defined primarily by single

constructs not otherwise integrated into the construct system. .The

largest,of the last of these often occurred for constructs which, during

testing, the st dent had had trouble understanding.

1
At this r latively global level, the pooled analyses for each age

group again quite accurately reflect the patterns evident in the

' individual grids. There are no artificial dimensions emerging in the

group data as a result of pooling the grids, and there are no major

omissions. The one developmental change which is highlighted by the

individual.analyses is the temporary separation of 'serious' as the

core of a separate component in the thirteen year old selective school

samples, but even -this is more a matter of orientation and emphasis

than of Major differences between the results; in the group patterns

(figure 5), 'serious' is clearly separated somsphat from the other

clusters.

By shifting the emphasis slightly, however, it is possible to

argue the other side of the general issue: though'the group data are

2
,

2.3.g., in some of the grids a component reflecting the covariation
of two central constructs such as 'easy' and 'pimple' is followed by
an orthogonal component accounting for contrasts between the two on some

stories;' this second, residual component will have high positive loadings
for.one of the pair, and high negative la6clingsfor the other. /
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meaningfully and systematically related to the individual sstems of
1

construing, equally clearly the individual patterns are not sinOly

. .

carbon-copies of the group process.
.

Zone of the grids in this study
, .

presents exactly the same pattern of `loadings
I

ondings as those that merge from

the analysis of the pooled data for the appropriate age grou neither

are any two grids in this sample of 100 exactly identical. Some of this

individual variation is'probably,random, kyroduct of the re trictee

sample of stories (9) used to assess individual -patterns of onstruingc

.some of it must equally be systematic, offering a rich field

investigation of individual differences within the context o

other effects as instructional patterns, personal abilitips

experimental tasks.

7. Sumrary

for later

such

and

The use of repertory grids to investigate the organization of

spectator-role construct systems has amplified considerably our knowledge

of developmental changes in literary response. The most,important

findings can be reiterated briefly:

1) The amount of organization in
,

individbal grids remains remarkably

constant across the ages and samples studied here, as measured by the .

amount of variation explained by each of the major components. At all

ages, the first three, principal components account on average for 90

percent of the variation in the orally administered grids, and 80 percent

in the larger writan,gi-144. Within these, averages, however, the amount

of indivichial variation is large.

2) Between-subject consistency in the relationships aMiong,constructs

rises substantially across the age -range from Six to seventeen; the

lack of consistency in the youngest samples may be partly artifactual,

however, resulting from the restricted variation on many constructs

rather than from demonstrated inwonSistency in patterns of response.
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3) Analyses of .the major dimensi _s of construing 'both for ench.-

age-group as a whole and for the indiv dual grids stow dimensions which

correspond to evaluation, simplicity and realism in all of the samples

frob nine onwards. For the six year olds, the constructs are less clearly

integrated in consistent patterns. valuation in particular is of less

importance than in the responses of he older students, who show a

gradual tightening of the system as a whold around the evaluative dimension.

\ F
4) 'Seriousness' emerges as aft Important dimension of response In

the individual grids for theithirtc en year old selective school samples,

where it may represent a new aware ess the possibilities of adult

literature.

5) 'Simplicity' shows clear evolution from an initial concern

with reading difficulty a the audience for whom a story -is intended,

to a later concern wi, n the formal complexit boohs all of which are

accepted as 'adult'.

6) Changes in Irea1isml are less clearly related to changing

construct meaninas; in all_of.the samples studied, realism seems to

reflect the psychological distance between reader and work. The nature

of the
f
stories.which are judged to be 'distant' vries markedly from

reader to reader;-hoever, as well as from age-group to age-group.

314
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CHAPTER X

PATTERNS OF, EXPECTATION AND PATTERNS OF PREFERENCE 1

1. Introduction

"Reading interests" have been the most thoroughly investigated

aspect of response to literature, largely because of.the concern of

educators with meeting the Ineeds_and interests' of-their students or,
. -

alternatively, with insuring that the necesspry4nterest could be

_ retrospectively generated. Other similar investigations have been

undertaken in the belief that one could use the correspondence between

adult (usually, educated adult) taste'and children's taste as an index

of the 'maturity' of response or of the success of the school program.
1

The present 'instigation haS been carried through in the belie that

such an equation is facile: literary ,response is a complex process

With its own developmental stages, and these are not simply successively

more appropriate approximations to the approved adult response. The
it

developmental course of response is the product of the accemulated

experience of each individual with spectator role discourse; James.

Britton (1168) has put it best, describing regponse'as a "legacy of

Past satisfactiOns."

This chapter will explore someof this legacy, looking first at

general patterns of response to the stories and story-types In the grids

already described, and then presenting the results of a supplementary

exploration of patterns of preference for other spectator-role genres

and media. Finally, we will return to the question of liking and,

judging, and of the relationships between them. '
1Traditional investigatiOnsof reading interests have recently

been summarized by,Mott (1970); his discussion, though encyclopedic,

is not very enlightening.
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2. What Are Stories Like?

General Expectations

The grids used in this studS, were designed to provide constructs

which discriminate between stories; to the extent that construing is

biased toward one or another pole of each construct, however, the average

ratings on each construct provide a portrait of what stories are in-
-

general like. In the terms of the earlier chapters, they also describe

patterns of reasonable expectations deriving from previous exposure to

stories. Since the samples of stories in the_present study are not

random selections froM. the repertoire at each age, some caution is needed

in interpreting the results, but the, story-catetisries were selected to

be representative of that repertoire and did elicit a large number of

different titles. For the older subjects, ratings of a story 'recently

heard cr'readl provide a useful check on the accuracy of trends in the

overall average; this is the most neutral of the story categories used,

and presumably.comes closest to a random sampling of stpries that each

4
age-group is typically reading.

Children at all ages in these Samples rate stories as-in general

'good', whichever,of the major evaluative constructs is considered. At

six, the average rating.for 'very good' is 1.4 on a point scale

beginning at 1; at seventeen it ts 1.7 (tables A4 __and 45). If a receliely

Table 44:

Construc

Mean Ra gs on Constructs Relevant to Stories, Oral Grids'

. Very good-not

Age 6 A ge

2.*Ten.ches a lesson-doesn't 2.5
3. Really happened-made up 3.8
4. Easy to understand-hard' 2.7

5. Ends happily -sadly 2.4
6. Interesting-boring 1.8
7. Long-short 2.5
8. FOr oldei-for younger. 3.0
9. Serious-funny ,2.6
10. One you like-don't .2

1.5
2.5 .

4.8
2.0

1.2

1.5
2.3

3.6
"2.7

1.5

'Each mean is based on ratings of 8 stories by 22 children..The
differences between constructs and between ages are significant at at316. 1pnst the .05 level; cf. supplementary table 12.
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Table 45: Mean Ratings on Constructs Relevant to Stories, Written'Gridsi

1. 1.

Comprehensive
Schbol

Selective
Schools

Age 9' Age 13 Age 13 Age 17

Construct (n =30) (p=30) .(n=20) (n=20)

1. Very good 2.0 , 2.1 1.9 1.7
2. Disturbing, 4.2 3.2 '2.9

3. Dull 4.0 3.8 3.9 3.9

4. Works out as expected 2.7 3.0 2.7- 3.0

5. Teaches a lesson 3.7 3.4 3.3 2.6

6. Original 2.6 2.5 2.2 2.0

7. Easy to understand 2.2 2.3 244 2.6

8. Could happen to-me... 4.2 43.7 3,8 3.5

9. Ends happily 1.8 2.4 2.3 ,3.0

10. Slow-moving 3.5 3.2 3.5 3.

11. Full of violence 3.7 3.5 -3.5 3.2

12. 'Jell- written 1.7 1.7 11.8 1.7'

13. Completely absorbing 2.9 2.4 2.4' 2.2

14. Makes me think 2.9 2.6 2.3

15. Simple 2.4 '3.1 3.2 .

,16. Serious 3.5 2.5 -2.47 2.1

17. One I like 1.9 2.1 2.1 2.0

18. Like real life 3.6 3.0 3;0 2.7

19. Interesting subject 2.3 2.3 2.0 1.9

20. One additional 2.7 2.7 .3;0 2.8

17-1
1
Eachf.:bean is

difference& between
schook, and between
at at least the .05

based-k:?n ratings-of 9'stories by,each subject. The
constructs and between ages at the comprehensive
'constructs at the selective scbool,are significant
level; cf. supplementary tables; 13 and' 14.

read story is considered' instead of the full set, then stories are rated

even more highly.
2

In offering stories to his students, then,the

teacher would seem t4 be in a highly favourable position. On the basis

of their previous experience, students will expect.to enjoy the stories

they read--until and unless the teacher convinces them otherwise.

:Looking more specifically at age changes in average rating's, the

six year Olds_are more ambivalent than those at nine about whether stories

are about something which 'really happened', or are just 'made up': 31

percent of the children at six, but none at nine, clearly favour the

'really happened' view. The six year olds are also more likely to assert

2Analysis of variance indicates that the means on the constructs
,differ significantly one from another, and also that there are significant
changes with age. These analyses are reported in supplementary tables
12, 13, and 14; means for each.of the story-types, including stories
recently read, are reported in full in supplementary tables 20 and 21.

3 wa



that a story has ended sadly, largely because of their tendency to seize

upon one or another detail,in answering such questions, rather than

,,
considering the shape of the story as a whole. (Three Little Pigs, for

7 '

one, is frequently said to end sadly, because the wolf falls
I

,into the

pot of 'boiling water.) By nine, both for the stories they have chosen

themselves and for those their teachers have nominated, happy endings

dominate almost.completely. IThis very clear consensus among the nine

year olds that their stories end happily mayrbe setting the stag for

thehappiness- binding that Squire (1964) has reported as one problem

which early adolescents hive in responding to literature.
3

Juvenile

literature Sudh, di that which-the nine year olds in this study are

familiar with, does fOnthe most part endhrappily; this in turn must

.4.1buildup very fil'M 'V(And reasonable) patteimgor e4

xpectatiOns which will

not be challenged until they begin toencounter the rather different

patterns of adult literature during early adoleecence., Wilson's (19f6)
<

finding that first'year college students do not evidence similar

J,

problems of happiness-binding suggests that they do, as one would suppose

come to build a new pattern of expectations.

The cluster of constructs which were related to.a dimension of

'seriousness' in the analysis

)

of the individual grids (chapter IX) alo-

shows a gradual shift across the ages sampled here. The older students

are more likely than their younger peers to construe stories as 'serious',

'disturbing', 'teaches a lesson', 'makes me think', 'not simple', 'not

easy to understand', 'like real life', and 'could happen to me or my

friends'. The shifts are for the most part not great, but they are

4itconsistent for both the general mean. -And for the average ratrngs of a

3
Thus: "Regardless of the logic of, events and circumstances, they

continually assume, infer, and hope for the best. They are 'happiness
bound' both in their demand fOr fairy tale solutions and in their
frequent unwillingness to face the :realities of-unpleasant interpretations.-:
Consequently, their sentimental overemphasis on the good frequently leads
them to distort and misinterpret both characters and their actions" - "(pp. 41-42). 318
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story recently heard. Ass set they parallel the sort'of increasing
. .

.
ability of the older:.students to gendralize about stories that we

digcussed in chapters VII and VIII.
0

Differences Avong.,Story-Types

For each, of the story-types in the written grids, the average.

ratings provide a composite portrait of the way that that type of story

is construed. These average ratings are reported in fpll in supplementary

tables 20 and 21, but there is very littlein them of particular interest.

PaAurie stories tend to be evaluated more positivelmm hard ones to be

- rated as diffi.tult, deep Ones as more serious, moving ones as more

absorbing. Even the age changes merely reconfirm findings previously

reported: 'disturbing' and 'does not work out as expected', for example,

change from attributes,of stories not liked at nine, to characteristics

of favourite stories, by seventeen. Ratings of Cinderella, the one Story

included in all of the grids, show a gradual convergence toward an agreed

4-
pattern; this remains essentially stable from thirteen onwards._ The

variation about the average ratings for Cinderella shows a gradual

decrease from six to thirteen, as the childrenagree more with one another
olys

about how the story should be construed. This variation rises again in

the seventeen year old sample.
5 From questions which arose during the

administration of the grids, as well as from the resulting patterns of

ratings, this seems to be because some students rated the story.as they

respond to it, while others rated it the way-they think children ofthe

age for whom the story is intended would respond.

.411ultivariate analyses of ratings on the 20 constructs show no .-

significant differences for Cinderella between the comprehensive and

selective schools (F ,A 1.46, dfe,20;24)--or between the thirteen and

seventeen year olds at the selective school (F = 1.48, d =20;17).

the interviews, the mean square variation is 1.43 and .92,

dfa X10, at six=and nine respectively. On the written measures in the
comprehensive school, it is 1.97 and 1.34,,df-.580, at nine and thirteen;

and at the selective school, 1.00 and .62, df=.380, at thirteen and

seventeen.
ost

3 tf)
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3. Other Forms of Spectator Role Discourse

So far our expldrations have concentrated on responses to stories

as a.form of the spectator role with which children at all ages are

familiar, There are many other genres and media which are part of the

spectator role, however, and to explore some of them a second set of

repertory grids was administered to the suP*Plementary study samples

described in chapter III. These included"22 children at 'six and at

nine who received an orally administered grid, and 20 at eleven, at

thirteen, and at sixteen who received a written version: 104 ct1T8ren

in all, evenly divided between boys and girls, with no overlap with,'

samples for the main-study grids. The constructs supplied to these

students were identical to those used in the main investigations, but,

the elements were different. Instead oi'various story-types, subjects

were asked to list their favourite poem, television serial, play, story,

pop song, comic book, and film;
6 each of these Was'then rated on each

) ,

of 20 constructs, just as in the previous study. A twenty-fist construct

(eleventh on the oral' grid) yas included in which, at a different pbint

in the testing procedure, each student was asked to rank the various

genres in order of preference,7in this case without specific titles in

mind. (In the analyses to follow, this additional construct is labelled

as 'genre preference'.)

Some Replications.

The analysis of these grids began with the same stages that were

used for the,main study, though the restriction to 'favourites' makes

the grids les seful as a general measure of the nature of construing.

,Even with these restrictions, however, developmental changes in response

followed the patterns observed in the Main study. Again there was a

6This is the list used with the written grids; in the ,oral version,

they were asked for their favourite TV. program, poem, story, rhyme, song,

and fflm
, The preferenCeordering,was then converted to ..a 5-point,scale to ,

be compatible with the other constructs in the grids; cf. appendix II1.
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wide variety of specific titles suggested as 'favourites' at each age;

the greatest restriction occurred for 'rhymes' among the six year oldsii_

who named onli7 different titles; the greatest variety occurred fof

,'stories' among thenine year olds on the oral grids, where all nominated

a different favourite.

Bias decreases over the entire agc range,, though there is in general

less bias on these grids than on the story gfids discussed earlier.

. Polarity also decreases, with 88.4 percent 'extreme' sc6i.es at age six,

but only 63.0 percent by age sixteen. Within-grid variation is slightly

greater in ihg written grids than on the oral ones, but there is no

clear pattern of change with age. Intraclass correlations among ,the

an,ular distances between constructs in the individual grids show a

gradual rise from six to sixteen, though with the restriction to

'favourites' theyrain much lower overall than those thp/t were reported

)
for ,the main studies. Finally, the distribution of variation among the

components in the individual grids remains remarkably constant across

the ages; the first, major component in the oral grids accounts for

some.55 percent of the variation; that in the written grids, for some

44 percent. All of 'these patterns'iurallel those in the main study;

they are surimarized in more detail in supplementary tables 26 through 30.

Construina inithe Spectator Role

All of the'genres and media examined in the. supplementary study

are examples of spectator-role discourse in the broad sense outlined in

chapter II. The amount of variation accounted for by each genre in the

Individual grids provides an indication of the extent to which the genre

deviates from the others. At six, all account for roughly, the Same

proportion of the variation, except that 'favourite poems' are relatively

Unimportant (table 46). This reflects the fact that poems are not very

firmly defined for;these children: at Six, 54.5 percent give thesame
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Table 46: Proportion of Within-Grid Variation Accounted for by Each Genre

Average Percent of Total Variation
1

Oral Grids Written Grids

Age 6
r.

Age 9 Age 11 Age 13 Age 16

Genre (n22) (n=22) (n=20) (n=20) (n20)

1. Films 18.7% 16.1% 12.1% 14.2% 12.4%

2. Poems 12.8 ' 18.2 19.2 17.5 16.8

3. Comic books 11.0 11.8 17.8

4. Television serials 18.2 11.3 12.5 14.0 13.9

5. Stories 17.5 15.8 13.0 13.0 12.3

6. Plays 16.9 17.6 13.6

7. Songs' 17.2, 15.0 15.3 11.9 13.2

8. Rhymes . 15.6 - 23.6 OD

100.0% 100.0% 100.0% 100.0% 100.0%

Nultivariate Analyses of Variance2
Source df F-Statistic Univariate Effects (.05)

Oral Grids: Age
Sex

5;36
5;36

4.14***
0.65

2,4,8

Interaction3 5;36 2.12 2

Written Grids: Age (linear) 6;49 3.56*** 3

Age (quadratic.) 6;49 1.58 1

Sex4 6;49 1.71 3

Interaction (linear) 6;49 01.49

,Interaction (quadratic) 6;49 1.56

1Percentages are not-comparable between the oral and written grids,

since they include different numbers of genres.
2Because of the linecir dependency, the last genre in each set was

dropped from the multivariate,analyses; results would be identical

whichever were excluded.
3Poems account for a higher proportion of the girls' variation at

six; but a higher proportion of the boys' varIattert et nl.ne. ,

4Comic books consistently account for a higher proportion of the

girls' variation.

***p <.005

title for their favourite poem and fayoUrite,rhyme, and 4.5 percent give

the same title for their favourite poem and favourite Song, though by nine

there is only a 9.1 percent overlapaltogetherAs a consequence, the

ratings for poems retreat towards the average rating for the younger

children, and the proportion of variation falls; Between six and nine

poems become more firmly defined and the variation attributable to theM

rises accordingly; at the same` time rhymes become considerably more deviant

(accounting for 23.6 percent of the total variation). This is a genre

that they have outgrown: it is relegated to younger children and

322



-318-

is construed as unlike the genres which are more appropriate to the

age-group. From eleven to sixteen the genres used in the written grids

remain in better balance, each accounting for between 12 and 19 percent

of the variation in the individual grids. The majcir shift here occurs

for comic books, which become less typical of the repexrtoire between

thirteen and sixteen, and like rhymes earlier, begi'h to generate increasingly

deviant ratings.

If the spectatior role as a theoretical construct has any empirical

validity, these various genres and media should share a common spectator-
%

role construct system. Though the data gathered in the present study do

not allow this to be assessed individually for each subject, an approach

to the issue can be made by looking at the data for each sample as a whole.

For each of the three ages receiving the written grids, angles between

constructs were calculated on the basis of'all ratings of each genre,

taking the genres separatdly. (I.e., one matrix of angles was based on

ratings df 20 favourite films by the eleven year olds, a second matrix

was based on ratings of 20 faVourite poems by the same children, and so

on.) These matrices can be thought of as estimating each age-group's

consensus aboutthe organization of constructs dealing with each particular

genre, and intraclass correlation coefficients can be computed just as,

they were earlier computed between the matrices of individual subjects.

The results from this analysis are summarized in table.47 below. They

suggest a rise in between-genre consistency at age sixteen in'comparispn

with the two younger groups. Analysis of the variation among the angles

kr. int iZferent grids and for different construct-pairs shows a highly

!Significant effect for differences among the angles between specific

constructs (i.e., for the general pattern of organization of the constructs

-
into a construct-system), with very little change in this oruarization

at different ages, and less still for .different genres., Both of the

latter 'effects are small; their statistical significance depends on
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Table 47: Intradlass Correlations Among Various Spectator-Role Construct

Systems'

Within tees Number of Grids
1 Intraclass Correlation

Eleven 7 .303

Thirteen, 7 .300

Sixteen 7 .481

Between Ages
Eilms 3 .136

Stories 3 .331

Poems 3 .410

Comic books 3 .3Q1

Plays 3 .420

Television'serials 3 .495

Pop songs 3 .353

,All 21 .335

Analysis of Variation in ttie Angular Distances

Source Sums of squares df Mean square. F-Ratio2

Between Classes-
Age 3.221 2 .1.611 <1.000
Genre 76.100_ 6 12.683 1.564

Errorb 97.314',: ,12 8.110

Within Classes'
Angles 3319:136 209 15.881_,_ 13.774***

Angles x Age * 905.541 418 2.166 1.879 ,

Angles x Genre 1929.386 1254 1.539 ,4 1.335

Errorw 2891.175 2508 1.153

1/4

Total 9218.652 4409

'Each grid consists of ratings of 1 genre by 20 subjects on each
'of 21 constructs. -

,

2These are tested using the reduced degrees of freedom-of the
conservative test; using the full degrees of the ordinary F-test, Angle x.
Age andAngle x Genre effects are also significant at at least the .05 level.

<.005

whether one uses the ordinary F-test with its very high degrees of

freedom, or a conservative test with reduced degrees of freedom to allow

for the unequal variances and covariances which are likely here (on the

-\ conservative test, cf. appendix III). In any event, the amount of

variation which is due to similarities in the organization of the construct

system is si640.3 times greeter than thirt due to differences in the

organization for the various genres.
8

8
I.e., the ratio variation due to differences among the angles

to NS variation due to artgalA x genres interaction .2 10.3.

32 1
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A

This sort 6f analysis is pushing the data from the present study

'relatively hard,. but it 'supports simiiatfindiAgs from a study of
. ,

,. ,

dimensions in the constru 1 of works of art. Davisson (1971) studied a

, . . . .

small sample of adults using their own (elicited) constructs
,
tb sort sets .

a .

of Gaugin,paintings into those which were similar and different on each

construct. His subjects received two sessions with the-initial set of

paintings, a third_session with another set of paintings by the same

artist, and a fourth session with a set of 12th to 16th century Russian

icons. On the sis of the initial sorts made by each suidject, a pair

of judges independently predicted how the subjects would construe the

second set of Gaugin paintings, and later the set of Russian icons.

Davisson found that the judges were in fact able to predict subsequent

sorting behavior, and that these predictions were only marginally less.

accurate for the icons than for.the second set of paintings.. From his

analyses, Pavisson was able to conclude that there were stable dimensions.

of Construing underlying his subjects' respOnses, and that the same

.

dimensions had utility in construing,the widely divergent stimuli presented.

by impressionist paintings and Russian icons.

We would not want to conclude that the construct systems applied

to the various genres are identical; there are at the least certain

constructs which apply to some'but not to others. (We can talk of a

'well-actedt play or film, for example, but not of a 'well-actedt novel.)

But the.evidence certainly suggests that these differences are refinements

or articulations of a general spectator-role system of construing into

Which they are all eventually integrated, rather than separate systems

independently developed and applied.

Patterns of Preference

If reading and other spectator-role activities provide the widely

varying range of satisfactions, and-are undertaken for the range of

purposes, that has been suggested_ at various points in this discussion,
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then we might expect to`find that the various media, with their differing

resources of form and structure, might offer rather different satisfactions.

It is this question which the supplementary study was designed to

investigate: are the typical Ifgvouritast in each genre construed

differently in certaiil.consistent ways?
A .

Using simple analysis of variance on the grids in the supplementary

Study, there are clear and highly significant differences between the

average ratings on 'each genre, on each construct, and for genre by

construct interactions (table 48). Changes with age are less clearly

Table 481 Analysis of Variation in Ratings on Supplementary Study Grids

Source

Between Grids (G)

Oral Grids Uritten Grids

df Mean Square F-Ratio' df Mean Square JF-Ratio
2,

Age (A) 1 2.095 <1.00 2 16.752 ; .1.72

Sex (s) 1 4.320 <1.90 1' 27.669 2.84

AS 1 3.174 <1.00 2 21.716 2.23

G(AS) 40 6.889 54 9.630

Grids
Elements (E), 5 57.993 23.60***- 6 40.994 12.12:.**

AS 5 13.012 5=.30* 12 5.571 1.65

SE 5 . 4.153 1.69 6 3.865 , 1.14

ASE 5 6.993 2.81 12 3.764 Loll

GE(AS) 200 .:2.458 324 3.383

Constructs (C) 10 245.146 64.36** 20 264.742 80.42***

AC 10 13;519 3.55 40 8:891 2.70

SC 10 3.04 <1.00 6.612 2.01

ASC 10 2.241 <1.00 AO 5.302 1.61

. GC(AS) 400 3.809 '1080 3.292

,

EC 50 6.462 4.01 120 10.003 5.84*

'AFL 50 2.344 1.45 240 3.086 1.80

SEC 50 2.123 ' 120 2.050 1.20

ASEC_ 50 1.729. 1.07 240 2.266 1.32

GEC(AS) 2000 1.612 6480 1.714

1Tested using the reduced degrees of freedom of the conservative
degrees of the ordinary'F-test, ASE, AC, EC, and

significant at at least the .05 level:
the reduced degrees_of freedom of the conservative
degrees of the, ordinary F-test, AC, SC, .SC, AEC,
are also significant at,at least the .05 level.

test; using the full
,'AEC effects are also

2Tested using
test; using the full
SEC, and ASEC effects

*p
'*p <.01

***p (*005
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demonstrated; the results using the normal F-test show significant

effects, but,the differences are relatively'small and not signifiCant

using the'reduced,degrees of,freedom of the conservative test: This

suggests that 'favourites' have a characterrstic configuration of ratings

which is maintained across genres and age groups and that individual

genres differ
. 4significantly from one another within this cneral pattern,

_ .

.
.

leaving open the possibility of some systematic age-cfinnge within this

general pattern of stability.
9

To explorethis further, principal

components analysis was.used to concentrate the observed variation into

a few more easily summarized-dimensions. The results from these are

summarized in figure 6 (for the oral grids) and figure 7 (for the written

ones). Both figures map the two major dimensions.of variation in the

average ratings; the first dimension corresponds to evaluation as it

emerged in the, analyses reported previously; the second corresponds to

simplicity. (Because of the particular restrictions on these grids, the

configuration of constructs is not identical to that previously discussed,

,though it is highly similar.) The location of each genre at each'age is

plotted in the body of the map, with the orientation of individual

constructs indicated around the border. As with the three dirensional

maps in the previous chapter, each of the constructs should be thought

of as an. axis passing through the center of the diagram to the Other

side. (In each case the supplied pole of the construct is labelled and

its opposite pole indicated by a slight projecting line exactly opposite.)

Patterns at Six and Nine

Looking first at the results from the Anger children (figure 6),

it is clear that a general preference ordering is relatively firmly

established by six, though there ore minor adjustments between six and

nine. All of the genres receive at least slightly positive ratings, but

,9The stability of the overall configuration is strikingly evident

32! in the correlations between the average ratings on each construct for each genre

in each age-group: all of the correlations between genres are highly,
positive, even in comparing the oldest and youngest ages in each sample.
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films, television, stories, and songs are relatively favoured, with

poems and rhymes being relatively unpopular. The only real shift ita

- preference ordering that occurs between six and nine involves films, which

move from third to first in the set investigated. This is at least in

part a function of increased exposure: many of the younger children had

seen only one film (in a few cases, none at all
10

) and they were correspondingly

less sure in their ratings.

Given this gener4 configuration of preferences, the judged

simplicity of the whole set shifts considerably between six and nine.' The

older children rate their favourites as, on the whole, simpler than do

the six year olds. (In figure 6, this general shift is reflected in the

similar orientation of the arroyos indicating age-changes for each genre.ly
.5 '4

The largest shift involves favourite rhymes, which by nine deviate

significantly from faVourits stories on almost all of the constructs

investigated (table 49, below). To sum up the many changes for this

genre briefly, the older children begin to construe rhymes as lbabyishl,

often with an accompanying reluctance to admit having any favourite

rhymes at all.

Eleven to Sixteen

The developmental patterns among the older samples show the same

generally well-defined preference orderings holding across the age groups,.

with large shifts occurring for a few of the genres. Films, which had

by nine become the favourites in the oral grids, continue to be the most

positively evaluated genre at all of the older ages (figure 7). Television

holds second place until age thirteen, but then drops sharply from

A 1,:rr
favour. Favgatitelcomics, pop songs, and stories are all relatively highly

7 ISA

10In such cases, subjects were asked to respond with what they
thought the genre was4n general like on each construct; the same
procedure was.used if they refuse:t° name a 'favourite' or even one they
'liked very much'.

/*-
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Table'49: Signiticant Differences Between Ratings of Favourite Stories

and Ratings of Favourites in Other Genres

Genre

Films
Age 6

Age 9

Ag 11

Ag 13

Age.lp
Poems
Age 6
Age 9

Age 11

Age 13

Age 16
Television
Age 6
Age 9
Age 11

Age 13

Age 16

Rhymes
Age 6
Age 9

Son Is

Age .6

Age 9
POD songs
Age 11

Age 13

Age 16

Plays
Age 11

,Age 13

Age 16

Comic books
Age 11

Age 13

Age 16

Differences Compared With Stories

nsd
higher preforence.for genre
not as easy, less likely"to teach a lesson
not as dull, more violent, more absorbing, preferred genre

nsd

1

less interesting, shorter
sadder ending, less interesting, shorter, funnier, less-

favoured genre
not as good, legs likely to end as expected, less likely to

happen to me, less absorbing, less likely to make me think,

less serious, less liked, less interesting, less- favoured genre

sadder ending, less Ezell- written, less serious, less interesting,

.less liked
less absorbing, less liked, less interesting, less-favoured genre

nsd
easier, shorter, funnj.er
faster-moYing, less likely to teach a lesson

less serious
more likely to end as expected, easier, less well-written,

less likely to make ma think, less interesting

less interesting, shorter, less liked, less-favoured genre
not as good, less likely to teach a lesson, easier, sadder

ending, less interesting, shorter, for younger children,
funnier, less liked, less-favoured genre '

nsd
less likely to teach a lesson* shorter

less likely to end as expected, less likely to teach a lesson,

less violent
less, likely to teach a lesson, less likely to happen to me,,

less serious, favoured genre
more likely'to end as expectedr easier, less well-written,

less likely to maka me think, less interesting

not as good, less interesting, more disturbing, duller, less

likely to teach a lesso , slower, less liked .

less likely to happen t me, sadder ending, slower, less-

well-written, less like
sadder ending, less likely to make me think, less interesting,

less-favoured genre

less likely to end as expected, less likely to teach a lesson,

easier, less 4%teresting
.

less, likely to happen to me, less likely to make me thing*
, .

simpler, slower

/
. .

not as good, less disturbing, duller, less original, easier,
less well-written, less absorbing, simpler, less liked,

less interesting less-favoured genre

1Si n'ticant at the .05 level, two-tailed, using t-tests for

correlated eans; df..21 for the oral grids, 19 for the written ones.
331
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rated at eleven, with comics then falling behind while evaluations of the

other two remain rdlatiyely constant. At the other end of the scale,

favourite poems are consistently rated lowly compared with the other

favourites studied, though by sixteen comic books have supplanted them

as the lowest ranked.

Whereas between six and.nine the ratings of favourites show a
a

general shift towards simple, between eleven and sixteen they'tend to

shift in the other direction. Comic books are the one exception to this

general pattern, with the sixteen year olds viewing them as nuch'simpler

than do the younger students. Plays also become slightly less perplexing

to the older students, though they remain the least simple of the 'various

favourites even at sixteen.

If we take ratings of favourite stories as a convenient reference

?pint, some of the specific klifferenes between genres-. are interesting;

these are summarized in table 49, with the average ratings reported in

full in supplementary tables 31 and 32.

similar to stories in their average,rdti

Films become increasingly

rigs, with no significantO.frerences

ixteen, _Television serials

4

l.y to favoUrite stories,

at all in ratings on the 21 constructs at age s

similarly begin by being construed very similar

.

but by sixteen are falling from favour as they begin to be seen as easier

and more predictable. Comic books are from the beginning rated as easier

than stories, but they are alsoriited as less likely to work.cut as

expected by the eleven year olds: Apparently, the plots ara'still

unfamiliaf to these younger children, even though they recognize that the
e

text itself poses"fewOifftcultiat. By thirteen, however, this pattern

has begun to erode, leading at sixteen to a pattern very similar to that

of the, nine year olds with rhymes: thorough rejection, with ratings

consistently indicating that comics are easier and less liked, than the.

other genres. '332
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hough evaluation emerges as an important dimension of variation

even within this sample of 'favourites', the data still provide support

.for arguments that the spectator role may offer many different sorts of

6 satisfaction. In all 5,qf the age groups sampled, favourites in every

' genre age positi'ely evaluated, and most'are highly so. The lowest,

400

scores for 'liking' are consistently for poems, with av erage ratings of

betwedh 2.3,and 2.6 on a.,5 point scale--but even thes9 represent slightly
, .

,

favourable judgments. If other evaluative constructs are considered,

poems fare even better: on well - written, for example, their average is

about 1.9. The major sort of different interests which the results

seem'to indicate is the quite traditional separation of light or

entertaining works on theone hand from serious or difficult ones on the

other. At all ages, some such separation is evident, though which genres
, .

.

are lightest41nd which most difficult varies from age-group to age-group.

For the younger children, poems, rhymes, songs, and televis n programs

(largelS, cartoons) all provide light versions of the pectator role; titer

rhymes,. and still later comic books, become too simple and predictable

and are rejected, but television programs continue to fulfill this role

at all ages (though the particular programs shift from cartoons to the

standard 'adult' fare). WVourite pop songs, on the other hand, show

h.shift toward greater complexity, becoming much closer to films and

stories in the OtTOusness,which the sixteen year olds attribute to them.
414'

ee'llher Influences on Preference

These analysed have concerned themselves simply with the results

from the supplementary study grids, taking each age group as a whole. Data

ott'tiie preference orderings for the seven genres are available, however,

for:all of the eleven to seventeen year old children, including those who

answered open-ended questionnaires rather than the repertory grids.11

1
1The,,ie4uest for the preferenCe drdering for the various genres was

,included as part of the backiround information sheet given to all

.

secondarr school stydents at the end

3
of the class testing session. .

3 c
.
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Though these data do not Provide as 6111 a Portcalt of response (since

the genres were not trited on the other constructs), they provide a

useful reminder that age is not the only influence on preference, and in

this case probably not even the most important-one. '

What the data indicate is that preference is detertined by the

interaction of age, sex, and school (probably social and economic) factors.
12

.Boys' and girls' preferences fot the various genres and media studied not

only differ from one-another, but they show different patterns and

directions of change. These are illustrated in figure 8, which presents

the data separately for boys and girls in each of the samples. Overall,

the patterns of preference are very clearly defined, as the previous

discussion has suggested. Given this geh'eral patterning, however, the

girls tend to rate the traditional soh41 genres (stories, plays, and
a

poems) more highly than do boys, and to rate the popular media.(pop songs,

television, comic books, and films) less highly; thid becomes especially

pronounced in the older samples. A similasr trend is evident in the

contrast between the comprehensive and selective school samples, with the

selective school children (both boys and girls) tending to "rate the

traditional genres more highly, and correspondingly to downgrade the

popular media. (It is important to remember here, however, that this is

a-rank-ordering task that'forces the student to claim a preference for

one genre over another; many complained that they liked or did not like

the various media equally.)

Withodt more 'specific information about how the various genres are

construed bythese groups of students, it is impossible to exploe the

reasons for these differences more fully. It is worth noting, however,,

12,
rultivariate analyses of variance on preferences for the &ries

are'summarized in.supplementary table 35; differences between ages,
between sexes, betWeen measures (open-ended questionnaires, main study
grids, and supplementary study grids), and between schools (comprehensive
and selective) were tested. 'Because there were no significant sex or
interaction effects in preference orderings fer tha six and nine year
olds receiving the oral grids, they are not dealt with again here.

33,1
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that they conform quite wellto'what might bethought of as differences

in cultural expectations: the tarts are in general construed as slightly

femihine in our society, and they also tend to be more highly val,uAby

the professional classes (typical of the selective school) than by

non-professional workei's (typical of the.comprehensive school).
13

For

'whatever reasons, the patterns of Preference in the various sampLes

conform to these rather generalized expectations.

4. Liking and Jud,zne4

A'

Empirical Relationships

Chapter VIII provided a brief introductit to the problem of liking

and judging, posing the difference between them in terms of Langer's (1967)

distinction between objective and subjective modes of feeling., This is

a theoretical distinction, however, and one whose ernirical validity

remains in need of further exploration. Two of the constructs used in

the present investigation-can be taken as reference points: 'one I like'

provides a direct index of liking, while 'well-writteh' 'provides an index

of judging. If liking and judging are two separate dimensions of construing,

then these two constructs should show a consistent, systematic diyergence.

The most direct measure of the relationship between two constructs

is their correlation, with its corresponding angular distance. Table Yr

summarizes these from the individual grids in both the'main and supplementary

studies (only the results from the written versions of the grids can be

considered here, since 'well-wriltent was not included in the, oral grids).

The average corrergtions make it quite clear that the two measures, one

of liking and the other of judging, are highly related in all of these
4v,

s; correlations range from a high of .827 at eleven to a low of

:::::)

.668 a sixteen. At all ages, the relationship. s significantly different

13For an account of differing'stereotypes of the arts and the
sciences, cf. Hudson, 1968.
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Table 50: Relationships Between 'One I Like' and 'Well-Written'

Sample , Average Angular Standard
Distnnce 1 Error

Equivalent
Correlation

rain Study
Comprehensive Age 9 42.6° 6.7 25 .736

School Age 13 36.1 3.9 27 .808
Age 17 47.3 14.2- 6 .678

Selective-- Age 13 36.2 4.2 20 .807

Schqol Age 17 41.0 ' 5.7 19 .716

Snolementary Study
Age 11 34.2 11.2 9 .827

Age 13 36.6 8.0 .11 .803,

Age 16 48.1 7.7 16 .658

1
Only subjects with variance greater than zero on both constructs,.

are included in these cases. In all cases, the angular distances are
significantly different from 90°, and also significantly different from
0° at at least the .05 levels using two-tailed t-tests.

from zero, suggesting that liking and judging are closely related to

: one another. -At the same time, however, all of the correlations are

significantly different from the correlation of 1.0 that would be expected

if there were no differences at all between liking and judging. They

suggest, in,other words, that there is in fact an empirical separation

Corresponding to the theoretical distinction madeearlier.

Both samples also show an interesting tendency for the correlation

between 'one I like' and 'well-written' to decrease slightly for the

older students. in the main study the cqrrelation drops between thirteen

and seventeen in both the comprehensive and selective schools, and in

the supplementary study it drops from elevento thirteen and then again

t- ,n thirteen and sixteen. These trends.correspond.closely to what,

ght expect to occur as a student finds his unschooled taste coming

into conflict with the established 'school canon' or cultural heritage,

k\ ,..

but though consistent in all three samples the.drop is not significantly

large in any one of them and must remain as only a tantalizing hint for

later studies to explore more thoroughly.
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Relationships With Other Constructs
10P

Neither does the Ending that lone I-like' and 'well-written' are

significantly different establish conclusively that the two are measuring

different »recesses of evaluation: tile divergence could be the result

of random inconsistency in completing the ratings.on what are after all

rather large grids. Ue can strengthen the findinglhowever, with evidence

that the divergence between ratings on the two-constructs is systematically

.

. related to other variables. To begin this, we can ask if each bf the

other constructs -is systematically more closely related to 'one I like'

or to 'well-written','or whether the ratings suggest th each is equally

strongly related to both. The relevant data are summarize in'table 51.

Table 51: Within-Grid Differences in Relationships With 'One I Like' and
'Well-qrittent

\
d.

Coristruct 4.

Difference in Degrees in Angular Distancel

Comprehensive
School

Selective
Schools

Age 9 Age 13 , Age 13 Age 17

1. Very goo..! -22.5** -11.7** -0.6 boT-7.0

2. Disturbing 1.9 2.6 0.6 8.8*

3. Dull 11.9* 4.2 12.7** 16.5***

4. Works out as expected... -1.9 -4.9* 3.1 -0.3

5. Teaches a lesson -2.7 1.2 1.8 4.0

6. Original 7.0 -0.4 4.7 6.9

7. Easy to understand -4.0 -8.5* -12.5**

8. Could happen to 0.9 ' -2.2 -5.4 2.4

9. Ends happily 1.2 -7.3*(r 0.5 -4.3

10. Slow-moving. 8.5 6.6* 6.0 9.9*

11. Full of violence -10.7 -0.5 0.5 4.2

12. Well-written
13. Completely absorbing -1.1 -4.0 -5.1

14. Wkes me think 0.5 -0.3 5.3 -0.4

15. Simple 0.0 -10.4** -7.3* -9.67
16. Serious 0.3 4.1 5.1 8.5

17. One I like OM ONO

18. Like real life -3.3 0.5 -1.1, 3.3

19. Interesting subject -3.5 -4.5 -9.4

20. One additional -4.0 -1.6 -3.49

1Taking distance to 'one I like' minus distance to 'well-written'.
Negative values indicate the construct is more closely related to 'one I
likeositive values that it is more closely related to 'well-written'.
Significance levels are based on t-tests for correlated means, two-talled.
Subjects showing no variation on either construct are omittea from the

relevant comparisons, so degrees of freedom vary.

*p..05
*p.<.01 33D
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(Because of the restricted variation and unusual context of the grids in

the supplementary study, these more detailed analyses were carried out
f

only on the main study grids.) These ri'h second-order differences: for
0,

each construct, the angular distance between it and '17411-written' and

between it and 'one I like' was calculated, and.then the two angles were

compared to provide an estimate of the difference if: the strength of the

two relationships. Carrying this out separately on each individual grid

leads to the average distances tabled, which have in turn been tested

against the hypothesis that the average divergence is zero.:

This analysis shows significant differences bet the two in

1.
their relationships with a number of other constructs. jnharticular,

!well- written' is more closely associated with tslow-moVingl and 'dull',

while 'one I like' is more closely associated with 'very good', 'easy to

understand', 'completely absorbing', and 'simple'. 'Very good' become

more evenly related to the other two constructs in-the older samples,
lk

\vwhile 'easy' and 'absorbing' become mor loselyelated to 'one I like'.

As a final exploration of liking and judging in the grids, a series

of, canonical correlation analyses were carried out relating 'one I like'

and 'well.written' to the other constructs. A canonical analysis is

rather like the principal components analyses which have already been

used extensively here,, but the dimensions of variation that emerge from

a canonical analysis are weighted to provide the best prediction of the

ratings on one set'of variables on the basis of the ratings on a second

set. In our case, the first canonical variable will. be the weighted

average of ratings on one I like' and 'well-written' that will correlate

most highly with a second weighted average based on the remaining 18

constructs. The second canonical variable will similarly consist of

two weighted averages, one representing the residual variation of the

two constructs for liking and judging and the second representing the

combination of the remaining variables that will correlate most highly

340
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Oithif. The weights are in all cases empirically derived, but if

liking and judging are in fact both related to a dominant evaluative

dimension, then the first canonical variable should represeint their

covariation, 14 with the second canonical variable having roughly equal

but oppositely signed weights for'the two constructs. And that is

-' the pattern that emerges.

Two analyses were carried out on each sample. The first included.

all of the 18 remaining constructs as 'predictor' variables; the second

excluded the,overtly evaluative constructs 'very good', 'dull', 'completely '

absorbing', and 'interesting subject' in order to investigate the extent

which there is an evaluative component in the 'non - evaluative' part

of the set. In all 8 analyses (2 each for the 4 samples), the largest

cancenical'variable represents-a combination of 'one I liked' and 'well-,

written! in which liking is dominant; this firgt canonical variable

represents the covariation of the two constructs, and can be thought of

as the shared evaluative component. The second canonical variable in

all 8 analyses represents the separation of liking from judging, with
1r7

'Well-written' dominating slightly (table 52). If the canonical

correlatiol'it, corresponding to this second dimension are significantly

greater than zero, we will have goodgrounds for claiming that thp

separation of liking from judging is itself systematic rather than a

praduct of.randpftiVarjation in the ratings. These
.,"" .....

included in table 52, and tested for significance.

correlations are

Using the full .set

of constructs in the analysis, a significant proportion of the variation'

in both general liking and in the contrast between liking and judging

can be predicted on the basis of the other constructs. From nine

'14
To do this, they do not have to have equal weights. The loadings

(like those in a regression analysis) 'do,not accurately reflect how
strongly each of the variables is individually related to the dimension
defined by the, canonical variable. They are simply the set which produces
the best prediction, with highly related variables tending to reduce one
another's unique contribUtiOn. With only two variables in the set of
most interest, the residual variation remaining foi the second canonicaNi
variable con help in interpreting the first canonical variable as well.
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Table 52: Summary of Canonical Analyses for Liking and Judging

. Comprehensive Selective'

Actalysig School Schools
,

, Age 9 Age 13 Age 13 Age 17

Using All Other Constructs
First Canoniccal Variable

Loading for 'one I like' . .9 .8 .7 .9

Loading for 'well-written' .2 .3 .4 .2

Canonical correlation .874*** .923*** .920*** .922***

SecOnd Canonical Variable , *

Loading for 'one I like' -.8 -1.1 -1.3 -1.0 -

Loading for 'well-written' 1.2 1.2 1.4 1.3

Canonical correlation .359*** .330*** .438*** .497***

(7)

Using Non-Evaluative Constructs
First Canonical Variable

Loading for 'one ,1 like' .8 .7 .8 .7

Loading for 'well-written' .3 .4 .3 .4

Canonical correlation .601*** .774*** .723*** .726***

Second Canonical Variable
Loading for 'one I like' -.9 -1'.1 -1.2 -1.1

loading for 'well-written' - 1.2 1.3* 1.4 1.2

Canonical correlation .288* .234 .326 .410***

1These were carried out on the main study grids, treati ng each
story rated as a separate observation; thus for the comprehensive
school samples thege are based on 270 observations, for the selecti.ve
school, 180. The significance of each canonical correlation is tested
using the chi-square approximation to lambda, with chi-square partitioned
to provide a test of the first root alone and of the second root alone.

< 05

*p < . 03:
***p <. 005

to seventeen there is also a clear trend wards greater predictability

of both dimensions; this may be another reflection of the general

tightening of the construct system aro the evaluative dimension that

was reported in the previous chapter. When the four evaluative constructs

are omitted from the predictor set, the general pattern remains unchanged

but the magnitude of the canonical correlation falls. (For the second

canonical variable in the two thirteen year olds samples, it falls below.

the level of statistical significance.)

These results confirm our general argument that liking and

judging show a systematic divergence from one another in these samples,

hoWever much they may also be systematically relatc.-d to a common

34 'r.!



-337-

evaluative core. At the same time, the highly significant canonical

correlations even in the analyses using only the 'non-evaluative'

constructs emphasize the extent to which evaluation is an integral part

of spectator7role construing, rather than a separate response mod to

be applied_ or not as one sees fit.

Favourite Stories and Best Stories

The problem of liking and judging was also approached in the

interviews and open-ended questionnaires through a series of questions

-asking each student to name his favourite story, and separately to name

the story which he thinks most deserves to win a prize as 'the best story'.

(Carver (1967) has reported some exploratory studies with a similar set

of questions, from which the present investigation is directly derived.)

In different instruments these two questions were presented side by side

and at widely separate points in the testing sequence-. SubjectS were

scored as having given a single title for favourite and best stories, or

as having given two different titles. (Students who gave no response to

.either, or both questions were omitted from the analysis; those who gave

lists of titles were scored as having given a single title for favourite

and best if the lists overlapped.)

The results from these analyses are summarized in table 53, and

are ambiguous. When the two questions are widely separated, roughly 50

percent of the children at each age give one title and 50.percent give

two. If there are any trends at all, it is for the younger children to

be more likely to 'give two different titles--.which may be more a matter-

of lack of consistency in response over the course of a long task than of

a difference between standards for liking and judging. When the two

questions are asked together (becoming roughly equivalent to asking

whether the favourite story is the one that should win the prize or not),

there is a very gradual, but consistent trend for the older-students to

-be more likely to give tw,o titles,, though none of the contrasts between

34,,11



Table 53: Proportion of Students for Whom Their Favourite Story Is

Also the 'Best' Story

Condition
1

Percent/ of Students
Questfonnaires

Comprehensive V Selective

Interviews School Schools

----14zzd-Puestions

Age 6 Age 9

(1121) (n22)
Age 9 Age 132 Age 133 Age 173

,(n =30) (n-i27) (n..20) (nf.20)

Same Story 81.0% 68.2% 73.3% 76.9% 61.1% 44.4%

Different Stories
Chi-square (df=1)

19.0
0.37

31.8
v.

26.7 ,

0.00
23.1

O. 63

380
0.45

55.6

Separated Ouestions
Same Story
Different Stories

40.0%,

60.0
48:1%
5119

60.0%
40.0

0.0%
50.0

Chi-square (df=1)
Paired Versus Separated+

Chi-square (df=1)

0.12 0. 26 .10,

//

5.50* 3.52 /0:16 0.00

1Paired questions were given to students completing /interview one and
to those completing the open-ended questionnaire. Separated questions were

given to those completing the questionnaire form of main study grid.

2N=26 for paired questions.
3N=18 for paired questions.
4Pooling all students completing written measures, the difference

between pii-tre and separated questigas is significant,, chi - square = 5.44*,

df=1.

'19) <.05, two-tailed

adjacent ages are large enough to be statistically significant. At'six,

only 19 percent give two titles, a proportion which rises to 32 percent

.
by nine (26 percent in the written answers),,and then as high as 56 percent

by seventeen. Overall there are significant differences' between responses

when the -questions are paired and when they are-separated;-but the

magnitude of the difference diminishes to virtually zero in the older

samples. With the,developmental patterns evidenced here, there is no way

to tell if this is a true convergence in response under the two conditions,

Or just a coincidental, result of having halted sampling at the point

where the changing pattern (for the two questions together) happens to

intersect the constant one. (for the questions separated).

The general conclusion from these data must be the same as that

fromhe analyses of average correlations: there is a suggestion that

liking and judging become more divergent 'as age increases, .but the

evidence remains inconclusive.

344
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5. Summary

This chapter is the last to present empirical results generated in

the course of the present research, and as such has brought together a

number of loose ends that needed to be dealt with at least in passing.

Much of this has been essentially replication of earlier results, but

-a number of the findings are both new and important. They are worth

highlighting briefly again:

1) The legacy which 'children at all of the ages studied bring with

them to their spectator role experience is, as Britton (1968) has claimed,

one of past satisfactions; all report, in general, liking the stories

they discuss, and also rate them as absorbing, well-written, good, and

about interesting subjects.

2) This legacy is, moreover, a varied one, extendingEbariat.y

of genres and media. beyond thq stories which have been most extensively

studied in the present investigation.

3) The similarities among the construct systems brought to bear

upon each of the differing genres are much greater than the differences,

but within this general system each of the genres (as represented by

'favourite' examples of each) finds its own more or less unique place.

4) 'Juvenile genres such as -rhymes and comic books show a
.

characteristic pattern of rejection as they are gradually outgrown; at
_

the age at which they are most popular, however, they are not construed

as very different from other spectator role forms with which the age-

. group is familiar. 4

5) Preferences for the traditional school genres (stories, poems, and

plays) as opposed to the popular media (television, film, pop songs, and

comic.books) are more strongly influenced by, the sex.and socioeconomic

background (as reflected in the school situation) of the students than

by agf-differences4 at least among the adolescents studied here.

345-
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6) The distinction.between 'liking' and ''judging' has a clear

empirical as well as theoretical basis, emerging clearly in all of the

,

samples in which it was explored; there is inconclusive but suggestive

evidence that this separation becomes greater rather than less as the

student progresses through his schooling.

Ca
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CHAPTER YT

REPRISE

For the last seven chapters we have been looking--in detail at

developmental changes in response to thespectator role. In closing,

it will be more useful to look again at the value of spectator role

'experience thnn to attempt.to recapitulate the detailed findings Which

have alreadyobeen highlighted in the individual chapter summaries.

14._Litprature and Experience 114

Basic to the effect of literature (and of all art) as we have

been describing it, is itS reliance upoll.anger's (1,,967) subjective

rather than objective modes of feeling. With transactional uses of

language the appeal is-to externally structured and verified tools

of argument and analysis; with poetic uses, the appeal is to the

internal coherence and validity of the personal system of construing.

These two modes of language use, like the modes of feeling which

underlie them, remain' Closely and inseparably linked; -thus there has,

been no contradiction in studying literary response through transacyonal

discussions of spectator role experience.

Transactional or discurhve writing has its own range of tasks-for

s

which it is especially sufted; these have been discussed by others and

are not our direct concern here'(cf. Britton, 1970; Cassirer, 1944).

The poetic mode, howevert'has its own unique and essential tasks which

cannot be slighted, if individual and cultural development is to proceed

smoothly. Britton (1971b) hascalled thespectator role assimilative,

and while we need to note that Piaget's processes of assimilation and

accommodation are both applicable to spectator role experience, at

t

another level Britton's description is very much to the point. Assimilation

is.the way in which new experience igiven its meaning; it is a

In .
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progressive, forward-Toying prOcess in that the new experience is in

turn incorporated into the framework which assigns that meaning.' In

this process the world-view is primary and focal, whereas in the

complementary process of accommodation the events of the world dominate

more fully. And the primacy of the world-view is one characteristic of

the spectator role as weihave been describing it.

It is worth contrasting art as n process of assimilating experience

with the view of art as a,,means to 'broaden' or vexplorel experience.

The American progressive educators in particular tended to conceptualize

art, and particularly literature, ns offertg-one or another form of

experience; they found in this conceptualization a relatively easy way
00

to defend literature against the ever-present cia.ims.of more 'practical'

subjects. These educators had many valuable insights into literal.y

education, but they lacked a psychological or philosophical framework to

give their insights'precision and scope. In the end the concern with

broadening experience degenerated into n concern with providing vicariously

gained knowledge of the world--knowledge that could as easily be gained

in other ways.

Any experience, whether it originates in spectator role discourse

or 'in the world', is construed by the individual on his own,termst but

there is an: essential difference between experience gained through these

two means. When we are 'talking of events in the world, we, ore talking

of events which are unstructured; they are 'raw' experience theft will

be given structure only when they are construed, The struct44e they

are finally given may fit.more or lessN7ell, may be n full of a partial

Ordering of the experience, but.it is a structure which in the first

instance does not have ea compete with alternative_structures offered

by other people.

With spectator role diScourse; on'the other hand, there is always

n second manner of construing the experience to be considered--the-

3 I 3 4
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manner which makes us talk of the discourse as a 'verbal object' or

'structured whole'. This structure is n recordf man's processes of

cons irung, a record unconsciously projected into the shaped experience'

of the work, but governed by'accepted techniques of form and structure

ich allow it to be 'read back' by an audience just as the growth rings

f the,tree trunk in our first chapter allow the initiated to read,

intorMati 'about weather conditions in seasons past. There is thus a

sense wfiich response to the spectator role is always a proceSs Qf

/

"re construing,-never simply of construing; there is alwaysanother point
,

of view which:theauditor Ls implicitly evaluating even if he does not

realize it is there. This Ls the crucial distinction between spectator

role exarrence and direct-experience of the world: the process of

construing.d text is always a social process in a way thdt construing

experience oat never be.
1

DecontextualizAion"

Just as the process of 'construing experience can be seen as

1.

;imposing a personal order upon it, we, can also recognize a complementary

--,

Process in which some part of that order IS made public. Britton (1973)

.
,

pas'called this a decontextualization of experi ence; it is an abstraction

4

_ or projection out'q our necessarily, personal system of construing, our

periOnal context,into a public arena of shared experience._ This is not .

) .

an inverse of the ''process °Z. construing, but it is a compleMent toit;

it gives back.both the experience Which was initially construed and the

It
structure imposed upon that experience in the process of construing.

% Decontextualization requires the mastery of tOo very different sets of

.-?rules-of-use for language production, one for the poetic and one for , the

These argumdnts about the social nature of the proce"ss, and the

underlying:tension between'the reader's and the writer's modesof

construing,,are of course equally true of transactional writing, though

'Art that case the problem of direct versus vicarious experience does not

arise in the same way.
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transactional modes.

The process of separating ouf thoughts from the matrix in which

they are embedded,and making them public through language is very

difficult, but it is also very powerful. The speaker or author-learns

from it just as his audience does, coming to know what he thinks as

part of the very process of putting it into words. Often) the first

words are clearly wrong--the decontextualization produces utterances

whoSe implicit view-of-the-world is not the view the author wants to

convey. This is part of the process of drafting and redrafting, of

'finding the right words'. qo the extent that decontextualization is

ultimately successful--and this is the paradox of the terminology--

the language that results carries the earlier contextualization or manner

of construing within it. If it is 'accurate' and.lhonestl, if the

constitutive and regulative rules of language-use have been mastered,'

the discourse invites its audience to share in a part of the author's

world.

Whether we are talking about pop music or television comedy,

Shakespeare or Albee, it is only through spectator role discourse that

we arc able tq talk about this personal world. It is not that,o11±

knowledge ot*our own world-view is relatively imprecise and unformulated,

full of unplumbed emotional depths which we approach only hesitantly,- if

at all; it is because the way in which we construe experience is not

organized in the analytic, cumulative forms which are accessible through

transactional discoufse. At best, in transactional writing we can

isolate one strand of our process of construing, analysing and clarifying

its constituent parts; but in the end that transactionally isolated

experience must be reintegrated, assimilated, as a functional subiystem

within a complex psychological whole whose operation is akin, piprhaps,

to Polanyils (1969) al adjustment of independent initiatives': It

is only in the spectato role, with itsdiffering resources of form and
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structure, that these often conflicting 'initiatives' can be brought

into perspective and balance.

The Elaborative Choice a-

It is the social process implicit in decontextualization which

ultimately is.the source of the second dimension which we have proposed

as part of our codel of language use. In offering up a point of view,

a discourse implicitly assumes a certain relationship between the way

it depicts experience and the generalized patterns of construing expected

in its audience: it can seek to change the context from Which it stems,

leading to a conversion to a new construct system, or it can seek to

articulate that context, confirming its essential outline even as it

reconciles and explores it in its detNil, This is the dimension of

language use which we have called the 'elaborative choice'. For the

author, it is a choice of the way in which the particular experience

which he is presenting should be assimilated, and his discourse will be

structured (not necessarily consciously) toward that end. For the

reader, it is a choice of whether or not to accept the choice the author

:has made: in the transactional mode he judges whether the argument is

'right' or 'wrong', in the poetic, whether the experience is 'true' and

'convincing'. This reaction is a highly,personal one, produced by the

Interaction of the particular reader with the particular work; it

inevitably differs from reader to reader and also changes over time as

a given reader's own construct system develops and matures. A work

which produces a true conversion from one basis of construing to another
1

4,can have its effect only once; after he has,becoMe converted, the

book,becomes a reference point or summary statement of a point of view

already agreed.

Developmental Constraints

These general claims hold across thewholedevelopmental range,

though as the earlier chapters have attempted to demonstrate there are
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also clear and striking chnnges in the nature of literary response at

"different ages. The most fundamental changes seen to center in three

areas: 1) the way in which the reader perceives the relationship between

the experience of the workoand his own life, 2) the extent to which he

has mastered the techniques and-conventionsthe rules-pf-useof

literary form, and 3) the complexity of the experience (both personal

and literary) which he is able to master. Virtually all of the findings

Which we and others have reported can' be subsumed under one or another

of these headings, though they serve more to highlight important areas

of developmental change than to delineate mutually exclui'ive oFes.

Mastery of conventions and increased complexity are relatively

straight-forward processes and will not be reviewed again here; the

most important findings with respect to them havre been summarized at

the end of the individual chapters. Changes in the perceived relationships

between literature and life, however, are striking and influence, attitudeS

toward spectator role experience in general. For the very young child

the world of stories is part of the world in which he lives; its events

are as important and meaningful to 111M ns anything else that happens.

The separation of these worlds when he is finally confronted with the

distinction between fact and fantasy is often relatively distressing;

for a while at least, a story is accepted only if the child thinks it

is true. The slightly older child, once he has reconciled himself to

the distinction between fact and fantasy, continues to view stories froth

the perspective of a unitary frame of reference: the events in a story

remain 'made up' correlatives of events in the world. There-is no

question of differing interpretations of the same world.

It is not until the onset of adolescence, and with it of Piaget's

formal operational modes of thought, that spectator role discourse begins

to be. recognized as offering simply a possible view of the world, one

among many interpretations. Interestingly, this new perspective often

32
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brings a rejection of fantasy similar' to that of younger children when

they discover that some works are not 'true': the early adolescent often

rejects works which are not realistic presentations of the world as he
. -

sees it. Only gradually, as the new perspeTve upon literature becomes

more familiar and more thoroughly mastered, are the.cdriventions of fantasy

and the possibilities inherent in alternative views of the world accepted

0
freely and openly.°

Through all of these stages, the spectator role continues to fulfil

its world-ordering functiOns--more strongly perhaps for the younger

children who accept the spectator role as offering a view of the world,

than for older students who can set it aside as simply a view of the way

things are., The experience of.the work is no less patterned simply

because:the young child ddes not recognize the pattern as yet; it is

only through repeated experience with such patterns that stable expectations

can eventually be built up.

Because the work functions as a patterning of experience, however,

the relationship between literature and life is a 'complex one. A.child's

fairy tale, for example, dos not simply teach him that the world is full

of witch4s and giants". In another sense the tale uses fantasy characters

(whom the child will soon enough recognize as 'make believe') tq give

body and form to the child's worst, shapeless fears--and in the process

to begin to conquer them. Just as we use transactional lngunge to give

form and predision to our 'objective feeling', so we use Poetic language

to give form,.and the possibility of control through form, to our more
0

'subjective;; personal feeling. Sometimes in young children this

proCess is unself-consciously revealed. Barry M. (4;9), in one of the

stories in ,the Pitcher and Prelinger (1963) collection, recounts a tale

of a boy whdge parents died and who was beset by various tormentors--

all ending happily when he "like Hanseland Gretel" pushed them into

the oven and "lived happ4ly ever,after and thnt's the end" (pp. 71-72).

5,3
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Such stories offer a culturally provided frame for bothexpressing and

trapping such fears, and through this expresSion and control freeiftg

the individual from their tyranny. Literature is one Of the many

instruments of socialization which a culture provides, whether this is

thought of in terms of the 'cultural heritagel'or the popular culture

which may be more transient but is no less influential.

Developmental constraints in literary response are in this sense

similar to those operating in all,areas-of socialization: the process

begins'as what is sometimes called Iprimary.socialization', the induction

of the child into the accepted modes and conventions of the society of

which he is a part; and later continues as part of a process of secondary

socialization, during which the individual comes to recognize and

choose amongSometimes conflir.tiag views.

The Teaching of Literature

These discussions have not been concerned directly with the role

of the teacher, or of formal edUcation, in the development of literary

response; to offer a prescription about what and how to teach.at this

point would be unjustifiably presumptuous. The diGcussions do, however,

imply a certain attitude toward literature and literary education, an

attitude shared by. many but certainly not by all teachers.

The main point is that discourse
4

in the spectator role offers a

way to articulate and explore our view of the world, presenting

alternatives; clarifying dark corners, posing contradictions, reconciling

conflicts within the realm of our subjective, personal experience. The

teacher's role in'this process is one of questioning and cultivating

response rather than one of teaching critical principles; his goal

should be to illuminate and clarify the order in the world which the

work seeks to capture and reflect.

'Formal studies of literature--concern tilth rhetorical devices,

\:
stanza forns, historical trends--would Seem to have little place in this

34 4



,342-

process, but a gradually el.r6tv1Ak sense,of'form is clearly crucial to

it. Literary experience depends upothe mastery of the underlying

conventions which govern the exchange between author and audience;

without' the conventions no exchange can take place. The source of

this sense of form his Britton's (1968) 'leg cy of past satisfactions',

satisfactions vhich Lave little to do with training taste or learning

rules, and much to do Iith valuing and being allowed to value those

earlier spectator role experiences which have given pleasure. The

patterns of development found in the present study certainly-do not

suggest that encounters with immature or juvenile literature are any

less important, or any less educative, than later encounters with more

sophisticated works.

Our discussion must stop at this point, just at the beginning

of the probleth of reformulating education in literature and the arts...

What it has tried to provide is a framework for tat reformulation,

grounded on the one hand in a view of the place of literature in our

lives, and on th'e other hand in the developmental course of response.

If the exploration has'been successful,' it should allow us to move

forward with a somewhat clearer sense of direction and a somewhat

, clearer sense of purpose in our efforts as teachers of literature.

9 rs
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-Suppidmentary Tnb1e,J: Development of Stbry-Form froin First to

_

Second Story

Sedond Story:

Number of Sphiects
1

6

-McNeMer's TestMore MntUre Less Mature

'Formnl'beginning 23 13

Formal ending , 1.1 .4 '2.40:

Consistent past tense ' 12 9 <l- 00

Causal links ,
38 ". 21 4.14*

Climax of action 28 17 2.22

Plot form 33 22- 1.82

Use of dialogue- 14- 6 2.45

Fantasy: characters 21 11 2.53

Fantasy:. actions 17 21 <1.00

Fantasy: setting 17 12 <1.00

Self in story 7 11 <1.60

Number- of

NuMber of
Number. of

Number'of
Words per

characters
incidents
words' ,

T-units
T-unit

Average Change, First to Second

-.24

1.96

'44
-.06

t-test
3

D -0.51
- 0.97

0,35
0.78

- 0.31

'The overall n-li 90; the number of stories showing no change

on each variable is not separately tabled. -each
as chi-square, df=1; tested- he'reagainst one-tailed

probability that the second story would be more mature.

3Tested agaLnstA, = 0, ,df =89.

Supplementary Table Status of Action and 'Strength of Theme

Status- of Action
TheMe:

Acceptable
Natural disaster
Conventional violence
Deliberate wrong

Number of Stories
Strong Weak Adventure Cramer's V

14

. 4

30_

-32'

9

1

7

1

3

14

4

.643

Terbent,of Stories-
Boys Girls

<n=60) (n=60)
Age 2 Age 3 Age 4 Age 5

(n=30) (n=30) (n=30)' (n=30)

Acceptable action. 30.0% 30.0% 40.0% 13.3%

Natural'disaster 43.3' 16,7 16,7 10.0

Conventional violence 3.3 23.3 6.7 30,0

Deliberate. wrong- 23.3 ,30.0 36.7 46.7

Chi-square for age, df=9 24.99***

Chi-square for sex, df=3 4.86

Strong theme 53.3% 43.3% 30.0% 36.7%

Weak theme 40.0' 36.7 60.0 26.7

Adventure theme 6.7 20.0 10.0 36.7

Chi-square for age, df=6 15.40*

Chi-square for Sex,,'df=2 5.56

1

.23.3% 33.3%
25.0 18.3

21.7 '10.0

30.0 38.3

43.3% 38,3%
31.7 50.0

25.7, 11.7

1Cf. `lie et al, 1970.
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Supplementary Table 3: Means and Univariatestftects for,Contrasts
Showing Significant Interactions; Table.19_

'Average Percent of Response
Age 13 Age 17 .

Boys Girls Boys' Girls F-Ratios (df=1;36)

(n=10) l(n=10) (n=10) (n=10) Age Sex AS

5.4% 1.1% 0.0% 13.2% 0.89 r 1.57 5.92*

b6.3 77.2 '19.0 43.E\ 20.72*** 3.97*. 0.59

8.3 0.0 27.6' 11..1 , 5.61* 3.74 0.40

14.5' 20.0 45.0' 31.1 6.45* 0.25 1.50

5,5 1.3. 8.4 ,1.0 0.32 5.91* 0.45

Response
Category

..Engagement

Perception
Interpretation
Evaluation
Miscellaneous

Supplementary. Table 4: Means and Univariate Effects for Contrasts
Showing Significant Interactions, Table 20

lAverage
Comprehensive School

,Mea sure- -
.Number_of words

-7umber of T-units
Words per T-unit
Number of elements
T-units per element

, Age 9 Age 13 i.,

.

Boys' Girls Boys GirlS F-Rntios (df=1_06)
(n=15) (n=15)- (n=15) (n=15) Age Sex AS

41.4 ,63.7 67.5 11'4.9 7.23** 5.90* 0.77

5.0 6.3 5.3 11.5 3.06 5.92* 2.4A

8.6. 10.2 12.8 10.8 7.66** 0.06 4.14*
1.6 1.5 3.4 3.1 35.71* 0.48 0.05

3.5 5.6 1.7 4.1 2.52 4.47* 0.02
0

Supplementary Table 5: Within-Subject Comparisons of Oral and
written Itesponses, Age Nine

Variable

Numbe'r of words
Number of T-units
--Number of elements
Words per T-unit
T-units per element

Percent engagement
Percent perception
Percent interpretation
Perdentevaluation
Percent miscellaneous

Mean Difference
(Oral - Written)

64.95
9.05
0.76

-1.78
4.35

0.00
9.05
0.00

-8.33
-4.23

Standard
Error

26.22
2.83

,0.28

0.59

2.36

t-test
(df.20)

0.00

9.91 0.91
0.00
9.34 -0.89
3.36 -1.26

2,48*
3.20***
2.69**

-3.00**
1.84

60

Supplementary Table 6: First Response When Asked, "What Is the Story
of 'Little Red Riding Hood' About?"

Response

1. None
2. Retelling
3. Any s3iftopsis

4. Any ''Surrznary

5. Evaluation only

Percent
Age 6 Age 9
(nm22) (n..22) Tests of Age Difference, two-tajled

9.1% 0.0% Chi-square = 9:i6**, df -2
31.8 4.5 (comparing 2,3,4)
13.6 36.4
45.5 59.1
0.0 0.0

Exact Test = .006**
(comparing 2, 3+4+5)
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upplementary Table 7.: Points Used in Scoring Details in Retelling

the Fable
One point each for mentioning:

First Stanza
1.. 1. any number of men

2. blind
3. a place (Indostan)
4. going-to see- .

5. Elephant
6. learning

. 7. by .observation
Secon&Stanza
8. one (men)
9. touched, bumped

10. heavy, sturdy, big
11. side
12. said
13. bless me
14. wall
Third Stanza
15. one (man)
16. touched
17. tusk
13. smooth, sharp
19. said
20. wonder-
21. spear

Fourth Stanza .Seventh Stanza

22. one (man) 41. one (man)

23. touched 42. touched

24. trunk . ,43. tail

25. squirming- 44. grope

26. said 45. said

27. snake 46. rope

Fifth Stanza Eighth Stanza

28. onw(man) 47. and so

29. touched 48, a place

30. knee 49. argued--

31. plain, clear 50. opinions

32. said 51. right

33. tree 54 wrong

Sixth Stanza
34. one (man)
35. touched
36. ear
37. deny
38. said
39. marvel
40. fan

.Supplementary Table 8:
on Oral Grids
Category

1

1. Constant for all
2. Reading series
3. A story the children

ask to hear over

4. A story they have
recently heard

5. A story they find
difficult

6. An easy, 'light'
story for them

7. Another story they
like

8. Another story they
find difficult

Titles Suggested by Class Teachers for Use

Age 6 Age 9

Cinderella. : Cinderella.
Ladybird (Peter and Jan01.adybird (Peter and Jpne).

Jack and the Beanstalk; Beauty and the Beast; Snow

The Gingerbread BOY. White; The Lion, the Witch,
and the Wardrobe.

Goldilocks; The Bear:in
the Air; Rnpunzel.
Peter and the Wolf;
Peter Pan; Frederick.
Goldilocks; The Ginger-
bread Boy.
The Gingerbread Boy;
Snow White; -Ping.

Mindoin the Willows;
Hansel and Gretel; Brave

Paddington Bear; The Silver
Chair; Chitty Chitty Bang Bang.
Stig of the Dump; Heartsease;
The Overland Launch.
Peter Pan; Pinnochio; The
Three Little Pigs.
Pinnochio; Beauty and the
Beast; Gordllocks.
Peter and the,Wolf; Harry the
Dirty Dog; The Siii/er Sword.

Soldier Janos.

---------iThese were not rigidly adhered to by all of the teachers, though all

' six provided titles representing 'different types' of stories.
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Supplementary Table 9: Mean Percent'of Total Variation Accounted for by
,..,

Stories Selected by Class Teachers as ExaMples of Specific Types

Mean. percent of
Within -Grid; Multivariate Analysis

Variation' of Variance'

Story or Age 6

Story,Type (n.22)

1. Cinderella 11.8%

2. Reading series 19.5

3. Asked to hear over 14.5

4. Recently heard 10.2

5. Difficult
.

9.6

6. Easy
-,-- -

7. Another liked

14.8
io:o

8. Another difficult 9.5

Age 9 F-Statistics Univariate

(n"22) (df.7:34) 'Effects (.05)

9'.2% Age: 1.83

, 18.8
9.4 Sex: 0.83
13.4
15.0 AS:

2
2.53*

12.5
10.8
10.9

3,5

1Because of the linear dependency in the scores, only the first 7

were included in the multivariate analysis.

(')
2At six, 'Cinderella' accounts for a higher prOportion of the girls'

variation; at nine, for' highdr proportion of the boys'.

a

upplenentary Table 10:1 Mean Percent of Total Vnriation Accounted for by

Stories Selected as ZxaWles of Specific Types, Written Grids

Story or
Story-Type

1. Cinderella
2. Favourite story
3..Not liked
4. Deep story
5. Easy'story
6. Liked
7. Hard story-

MoviAg or gripping story
9. Story liard recently

Multivariate F-Statistics
Age (or school)
Sex
'Interaction .-

(df for each effect)
Univariate Sffects (.05)

Age (or school)
Sex2

Interaction
3

1

Mean Percent of Within-Grid Variation

Comprehensive Selective
School Schools

Age 9 Age 13 Age 13 Age 17

(n=30) (n=30) (n "20) (n=20)

10.9%
9.
17.8
11.9
11.9
7.7
13.6
8.4
8.7

16.4% 18.27. 20.7%

8.9 . 8.0 7.8

20.5 18.5 18.9

8.8 , 8.4 8.7

8.3 9.7 8.3

8.4 7.8 8.8

11-.7 12.8 9.5

8.3 . 8.9 8.4

8.8 7.6 8.9

9 vs. 13 13 vs. 13 13 vs. 17

4,16*** 1.92 2.06

3.63*** 5.92*** 2.08 ,

1.15 0.85 3.75***

(8;49> (8;39) (8;29)

1,4,5
1 1,6,8
Om

7
3

3,6,8

0 0

iBecause of'the linear dependency in the scores, only the first

were included in the multivariate analyses.
2rinderblla accounts for a higher proportion of the boys' variation,.

Ilikedl"and 'moving! stories for a higher proportion of the girls'.

3At the selective schools, the proportion of variation accounted for

by Idisliitedt stories goes up between 13 and 17 for the girls but is constant

for the boys; the proportion due to 'liked' and 'moving' stories both go

up for the boys and down for the girls.



Supplementary Table 11: Breakdown of the Total VarlalogOn Ratings

of Stories

Total Variation
SS
df

Between Subjects
SS

df

Variance ratios
.Within Subjects

Total SS
df

flS

Variance ratios
Story-Types

SS
df

MS

Variance ratios
Story x Subject

SS

Variance ratios

)4ithin-Age, Story x

Subject APOWAs
Subjects: F -ratio

df

Story-Types: F-ratio
df

Uritten Grids
Selective
Schools

Age 13 Age 17
Oral Grids

Comprehensive
School

Age 6 Ar4...2._
Aye 9

:,

Aae 13

.

5069.0 '13231.0

1750 Ail750 j
g

233445 302.4

210 210

15625.1
5380

'375644

580

13905.6
5380

2137.2
580

788747 8410.8

3580 ' 3580
.

1176.6 1013.7

350 350

2.91** 1.70** 1.76* 1.19 1.16

2734.5 2429.0

1540 - 1540

1.776 1.577

11868.7 11763.4 6711.1 7397,1

'480Q 4800 3.200 3200

2.473: 2.452 2.097 '2.312

1.13 1.57* 1.01 ,1.17 1.10

134.4 312.0 1998.4 4060.6 2807.3 2607.4

70 70 160 160 ,.. 160 160

1920 44458 '12.490 25.379 17:546 16.296

2.32** 2.80** 2.03** 1.45* 1.08

2600.1 2117.0 9870.2 7707.8"3903.8.' 4789.7

1470 1470 4640 4640 304 0- 3040

1.769 . 1.440 2.127 1.661- 1.284 1.576

1.23* 1.48.: 1.23* 1.29* 1.23*

6.28** 2.65**
210;1470 210;1470.

149 3.10**

70;1470 70;1470

'3.05'** 1.21* 2.39** 2.17*
580;4640 580;4640 380;3040 380;3040

5'.87** 15.28** 13.67** r0,34**

16044640 160;4640 160;3040 160;3040

Supplementary ble 12: Analysis of Variation, Main-Study Oral Grids

Source,
Between\GHdt (G)
-Age, 05-,

Sex (S)
AS

G(AS)
Within. Grids

Elements '(E)

AE
SE
ASE

GE(AS)
Constructs (C)
AC
SC
ASC

GC(AS)
EC
AEC
SEC
ASEC

GEC(AS)

df 'Mean Square

1 1.238

1 , 1.314

1 1.641

40 18.374

7

7

7

280
9

9

9

9

360
63

63

63

63

2520

1.380
-J4.551

0.582'

0.900
1.930

286.935-

35.204
21.605
10,230

ilk 5.867

4.098
2.33
1.378
1.326
1,586

F-Ratiol

------1WSted rising the reduced ,degrees df freedom of the

test; using the full degrees of\ reedom, SC, EC, Al
'

and

also significant at at least the . level.
k

<1.00
<1.00
<1.00

<1.00
2.54

<1.00
<1.00

48.91***
6.00*
3.68

1.74

x`'2.58

1.47
,<1.00 Al

0 0 5a: 363:

conservative
AEC effeets'are'



-356-

Supplkimentery Table 13: Analysis of Variation, Comprehensive School Gilds.

Source
Between Grids (G)
'Age (A)
Sex (S)
-AS

G(AS)
Within Grids

Elements (E)
AE
SE
ASE

GE(AS)

Constructs (C)
AC,

.
SC
ASC

GC(AS)'
4

EC

AEC
SEC
ASEC

GEC(AS)

df

1% 1
. 1.

1

Mean Square F-Ratiol

59.556
11.343
160178

5.12*-

<1.00
1.39

56 -11.628' ..

8 '431.979 41.49***
8 17.020 , 5.351f

a 11.997 3.77_
8 1.504 <1.00

448 L181

19 247:867 :52.65***
19 26.232 547*
19 8.317- 1.77.

19 3.495 <1.00
1064 4.798

0

. 152 26592 , 14.64**
152 5.114. 2.82

152 2.705 1.49

152 1.475 <1.00
8512 1 i816 .

.

4

'Tested using the reduced degrees Of freedom of the conserv,ative'
test; using the full degTees o` fie don]; SE, SC, AEC, and SEC effects.

are.alsp significnnt at at feast '.05 level.

as

Supplementary Table 14:- Analysis of Variation, Selective School Grids-
.

Source, / 3; df. Mean Seuare . F-Ratiol, t .

Between Grids
Age (N) 1 ''' 30.550. r 5.02*

g Sex (S) 1 1.590 -: , <1.00
"' , AS 4; 1 13.607 2.24

- G(AS) , 36 6.086'

Within Grids
Elements (E) 8 106.096 ' 51.78***
A E 8 3.826 1..87

/ . SE 8 3:889 , 1.90
ASE _ 8 4.053 1.98 0

GE(AS) % 288 2.049

Constructs. (C) 19 4 135.756 50.36***
,

AC , 19 6.781 2.52

SC 19 2.813 '1.04-

. ASC , 19 . 34084 '1.14
GC(AS) ' ' 684 .. 2.696

. /.r EC . 152 . 28.235 20.26***

AEC 152 - :1.603 1.15 .3

SEC ,152 1.636 1.17 7 3(34
ASEC .

,,, 152 1.093 <1.00
CEC(AS) . 5472 1.393

lTestqp using the reduced (degrees of freedom of thq.conservative
test; using the full degrees of freedom, ASE and AC effects are also
significant'at at least the .05 level.
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Supplementary Table 15: Intraclass Cor'relations (rI), Total Variation (V),

, and Proportion of Variation Explained by Components One to Three (R ) for

Main-Study Oral Grids'

Construct

Age 6.
'2

Age 9

r V R r1 V R2

1. Very good-not -.023 204.4 .194 :111 230.0 .740

2. Teaches a lesson .021- 655.9 .593 .012 553.9 .960

3. Really happened -.018 590.9 .490 .025 96.0 .168

4. Easy to understand .046 682.2 .608 440 467.0 .608

5. Ends happily -.027 630.4 :624. '443 56.9 .130

6. Interesting subject -.008 434.4 .436 %100 260.0 .740

7. Long-short .012 651.9 .624 .124 475.4 .706

'8. Foe older-for younger .029. 395.6 ;303 ,222 262.4 .436

9. Serious-funny .011 675.3 .706 .008- 573.8 .449

10. One you like-don't -.005 '1.48.0 .185 .069 255.7 .706

.004 5069.0 .545 .087 3231:9 .645

1Based on ratings Of 176:stories at each age

.

Supplementary Table 16: Intraclass Correlations (rI),- Total Variation' (V),

and Proportion of Variation Explained by Components One to Three (R4) for

Main Study Written Grids', Part Ote

Comprehensive School.

Construct

Aee 9 Age 13

R2 ri 'V --R
1. Very good .463 691;6.

2. Disturbing .111 605.0,1-4.

3. Dull .2fb" f 650.9

4. Works out.as-expected:. .064 914.6

5. Teaches a lesson ',,042 796 9

6. Originat,.. -.005 : 842%2

7. Easy to, understand - .207 807.2

8. Could happen to me-... .025 . 631:2

9. Ends happily .060' 527.4

10. Slow-moving .016 839.3

11. Full of 'violence .093 697.5

.12. Well-ritten .174 528.7

13. Completely absorbing .076 929.9

14. rakes (me, think . .i.65. 1021.9

15. Simple : .145 915.5

16. Serious .128 891..4

17. One I like ,. .431 ., 693.7

18. Like real life .O91 894.3

19. Interesting subject .182 853.7

20. One addittonal -.002 892.3"

All r -7.140 15625.1
c-)

.106

.314

.504

.314

.314

.669(

.149

.408

.232

.188,

652.2 .810

758.7 .423 '

704.0 ,706
760.8 ,476
722.6 .504'

.203 .250 695.3 /:449

.593 .305 686.7 -.578

.12 .095 .697.4, '-- .518

.25 .189 710.7 .476

'.230 .133 :758.3, *397 '

.348 .184 659.3 .281 -

.462 .402 360.3

.325 .523' 660.2*: .689

.449 .439. 727.4% .672

.706 .351 771.9 . .504

.563 .397 725.4 .608

.740 .644 637.4. , ..826

..336 .231 765.6 v- .640

.518 .522 '664.2, .706

.168 .055 737.3 .176

.410' .322 13905.6 .548

'Based-,on ratings of'270,stories at each age'at the comprehensive
school.

3G
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Supplementary Table 16, Fait Two
Selective Schools

Construct

Age 1-3
2

Age 17

V V AV-

1. Very good .749 325.8 .828 .509 278.2 .640

2. Disturbing '.250 425.8 .449 .248 475.5 .757

3. Dull .518 401.8 .723 ,567 402.1 'AO
4. Works outas expected.. .224 400.6 .360 .254 439.0 .303

5. Teaches a lesson .101 384.2. .230 .406 411.2 .325'

6. Original .248 359,1 .314 ,287 363.0 .436

7. Easy to understand . .433 411.6 .706 .355 466.4 .656

8. Could happdn-to me... .132 379.0 .672 .050 482.6 .518

9. Ends happily . .218 362.6 .270 .141 470.7 .436

10. Slow-moving ,.437 384.9 .504 .373 462.6 .578

11. Full of violence .149 402.6 '.336 .134 476.8 .504

....

12. Well-written .631 253.4 .672 .428 217.0 .504

- 13. Completely absorbing .655 423.4 .828 .528 430.2 .792

14. Makes me think .463 410.1 .578 .356 445.0 .672

15: Simple .354 453.6 .656 .358 498.6 .608

16. Serious .383 433.9 ;608. .372 406.9 .608

17. One I like .728. 450.2 .846 ,680 377.6 .774

18. Like real life .362 437.6 .656 .228 521.7 .706

19. 'Interesting subject .521 307.9 .593 .413 297.5 .640

20.One additional .098 479.8 .194 .175 A88.2 .336

All .388 7887.7 .548 .318. 8410.8 .578

2Based on ratings of 180 stories at each age'at the selective schools.

3613,
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Supplementary Table 18:
'Important'

Construct ,

. 1. Very good
2. Disturbing
3. Dull
4. Works out as expected
5. Teaches a lesson
6. Original
7. Easy to understand
8. Could happen to me...
9. Ends banally
10. Slow-moving
11. Full of violence
12. Well-written
13. Completely absorbing
14. Makes me think
15. Simple'
_16. Serious
17. gne I like
18. Like real life
19. Interestitr, subject
20. One additional

,

Constructs Rated as 'One of the Two Most

. Percent of Students

ComprehenivJe____

School

44 90)

10.0%
0.0
0.0
3.3

16.7

3.3
13.3
0.0
10.0
0.0
6.7

33.3
10.0
6.7

20.0
10.0
3.3

30.0
0.0

Selective
Schools

(n:334
Age 13
(n=20)

Age 17
(n=20)

All
'(1=100)

30.0% 20.0% 5.0% 23.0%

6.7 15.0 20.0 9.0

0.0. 0.0 5.0 1.0

3,3 0.0 0.0 2.0

6.7 5.0 10.0 10.0

30.0 10.0 15.0 15.0

6.7 15.0 0.0 '9.0

.0.0 0.0 0.0 0.0

0.0 5.0 0.0 4.0

9.0 0.0 0.0 >0.0

13.3 0.0 5.0 7.0

40.0 55.0 35.0 40.0

13.3 35.0 50.0 24.0

6.7 10.0 40,0 , 14.0

0.0 0.0 0.0 1.0

0.0 0.0 0.0 6.0

6.7 5.0 5.a.,
6.7 0.0 3.0'

26.7 25.0 10.0 24.0

3.3 0.0 0.0 1.0

Supplementary Table 19: Constructs

Important'

Rated as 'One of the Two Least

Percent of Students

Comprehensive- Selective

School Schools
Age 9 Age 13 Age 13 Age 17, All

Construct (n=30) ,(n30) (n=20) (n=20), ,(n=1,00)

1. Very good 0.0% 0.0% 5.0% 5.0% 2.0%

2. Disturbing 16.7 13.3 5.0 0.0 10,0

3. Dull"-, 40.0 1.3.3 0.0 5.0 17.0

4. Works out as enpected... 6.7 '16.7 20.0 _,.15.0 14,0

5. Teaches a lesson 20.0 6.7 40.0 5.0' 17.0

6. Original 6.7 3.3 10.0 5.0 6.0

7. Easy .to understand 3.3 3.3 10.0 100 6.0

:8. Could-hupen'to =6,7 33.3 30.0 50.0 28.0

9-, Ends happily 100 :20.0 '35.0 45.0 25.0

10. Slow-moving 30.0 23.3 10.0 18.0

11. Full of violence 0.0 16.7 0.0 25.0 10.0

12. ell-written 6.7 0.0 0.0 0.0 2.0

13. Completely absorbing 10.0 10.0 0.0 6.0

14. akes me think 6.7 , 6.7 10.0 0.0 6.0

15. Simple 20.0 10.0 12.0

16. Serious 6.7 0.0. 0.0, 5.0 1.0,

17. One I like 6.7 6.7 5.0 / 0.0 5.0

18. Like real life 3.3 13.3 15.0 5.0

19. Interesting subject 0.0 3.3 5.0 0.0" 2.0

20. One' additional 0.0 0,0 0.0 10.0 2.0
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Supplementary Table 26: ?umber of Different Titles Selected ns

Favourite Examples of Various Genres at Each Agel

Genre'

' Oral Grids Written Grids

Age. 6

(n=22)

Age 9
(n=22)

Age 11'
(n=20)

Age 13
(m=20)

Agf..

(n=20)

Films 15 17 17 '18

Poems 10 2r 16 12
15
16

Comic boOks_ - - , 15 17 12.E

Television 18 14 13 12 15

Stories 17 ,22 19 14 18

Plays - - 16 14 14.

Songs 19 18 12 19 18

Rhymes 7 14 - - -

.,

1The maximum number of different titles for each genre is equal

to the n at each age.

Supplementary Table 27: Bias and Varickbilityl

Oral Grids Written Grids

Age 6
(-1,.22)

Age 9
(m=22)

Age 11. Age 13
(n.:20) (1120)

Age 16 3oys

(n-20) (n=30)

Girls
(n=30)

1. Bins '.631 .635-

2. Variability .701 .676

Multivarinte Anllyses of Vnriance
2

.556 .568 .480 .508

.707 .691 ,:704 .739.

Univarinte Effects

.560

.670'

(:05)Source df F-Statistic

Oral Grids: Age 2;39 0.41

Sex 2;39 0.89

Interaction 2;39 1.35

Written Grids: Age (linear) 2;53 > 2.82 1

Age (quadratic) , 2;53 0.94

Sex 2;53 3.47*

Interaction (linear) 2;53 0.50

Interaction (quadratic) 2;53 . 0.13

)For definitions of these measures, cf. appcndix III.

2A separate analysis including the main study oral grids gies an

F(H=2;79) =.5.08** for between grid differences, with both bins and

variability showing significant univariate 7rld effects. AG, SG, and

ASG effects' are not significant.
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Supplementary Table 28: Use of Extreme, Moderate, and Neutral Grades

Averal.e Percent of Each Crid's Ratings

Oral Grids Written Grids-
Age 6 Age 9 Age 11 ,Age 13 Age 16

Grades inflal L12221 (n=20) (n=20) (n =20)

1. Extreme (1 or 5) 88.4% 82.3% 74.1% 72.07, -63.0%

2. Moderate (2 or 4) 2.8 8.3 6.5 12.2 22.6

-3. Neutral (3) 8.7 9.4 19.3 15.7 14.3 +

99.9% 100.0% 99.9% 99.9% 99.97.

Multivarinte, Analyses of Variance
F-Statistic Univariate Effects (.05),Source df*

Oral Grids):, Age 2;39

Sex 2;39

_Interaction 2;39

-

1.33
0.18

.

Written Grids2: . Age (linear)4;51 22..081 1,2
Age (quadratic) 4;51 1.78

'Sex 4;51. 1.58;'

Interaction <linear) 4;51 1.64

Interaction (quadratic) .4;51 0.14

lA separabe a nlysis inc ai_g..1-14 s giv nsd

for grid G, , \SG effects: In all of these analyses, the last. of
*.

the grading catiegorLes was
e omitted from the multivariate calculations to*

eliminate the glicear deprdenc4.
..,

,

t.i

2The multivariate analysis was carried out on the full frequency
distribution of. grades,',.rather than the recoded scores for which means are

tabled thence the extra degrees of freedom).

Supplementary Table 29: Between- Subject Consistency in Relationships .

Among Constructs
Intraclnss Correlation Coefficients)

Oral Grids Written Grids

Age 6 Age 9 Age 11 Age 13' Age 16

(n=22) (ri=22) _(n =20) (n=20). (ny=20)

All students .028 f .107 .150 .152 .282

Boys only -.004 .144 .125 .167 .305

Girls only .029 1, .076 .172 .13 .20

1 Por the oral grids, these, coefficients are based on 55 separate

angles for each subject, for the written grids on ;210.

3 8

4



Supplementary Table 30: ftepertion, of Variation in ,Ratifigs- Accounted
_

for by Components One to Six ,.....

Average Percent of Total, Variation in Eadh - _ ,.

Oral Grids . written eirids

. .
Age 6 Age'9 Age 11 Age 13 Age 16

(n=22)- (n=22) (n=20) ._.(n =20) (n=20)

1. First Component
.. second Component

3. Third Component
4. Foprth Component
5. Fifth Component
6 Sixth Component

54.6% 54.9% 43.9% 40:7% , 46.071..

26.2 24.9 22.6 25.1 23.0
12,9 13.0 14.6 14.7"

5.7 10.1 8.3 8.5
1.3 1-.5 5.9 5.2 5.4

3.0;-, 2.9 3.0
; 1 100.1% 100.0% 100.1% 99.9% '99497.

.7Multivariate Analyses' of Variation'
df F-r 'Univarinte Effects '(.05)

Source

Oral Grids:

Written Grids',
#ge (linear)
A&-(quadratic)
Sex

hlteractiOn (linear)

Age 4;37

Sex ,4;37

Interaction `4;37

Interaction quadratfc)

JThe oval' grids a re restricted to.5 components, the written to 1;

in each case. the last component' is omitted from the multivariate annlyses

to eliminAte.the linear.dependenc4'

0.69

1.41,

5;50 730.97
5;50 s. 1.61
5150 2.35
5;50.' 0.41

5;'50' ' 2.01 .

OW

40.

.

-.i.

..., ,
.. ..

'---' SuPplementary Table 31: Average Ratings of Each Genre, Oral Grids'

c2,

Construct

, 1. Veiny good-not
'2. TeaChes a lesson-doesn't
3.- Reallyhappemed-ma4 up

-ri

4. Easy to understand=hard5.
-Endo hni:9ily-sadly
Intdresti.ng subject-bering ,

7. l.ong-shot y

8. For ol6r-for,yopngei
.

SV. s-funny

10. like-don't.'

11. G referempe

Genre:
A ge

1.2 1.1 1.6 1.4 1.4
3,3 3,8 ' 2.9 3.5 3..0
4.5; 4.4 4.5 4.7 4.0
2,8- -2.1 2.0 2.0 2.2
3.0 1.4 2.9 3.1 2.0
2,3_ 1.0 2.6 2,1 '1.7

1.3 4.0 .3.4 26
r 1,9 2.8.. 3.5 3.4 2.9

.3 3'1 3.1 - 3.1 4.2 3.2
5' 1.0 1.5 1.5 1.0-

1. Very good-not,

' 2. Teaches a lessen-doesn't

3: Rally happened-made up,
r4. lasy to understand-hard
'5. f:nd§, happily-sadly ''l
6. Interesting istrbject-baring .

7. Long -short ;;

ort,8. For o apr-foryounger I,

9. Seri° s--funny 1,

10. One u- like-don't

1;1, ,Genre proferece
,,

-
lb full analysis

r) fo±r each ago ' 22. .e

1

Films
6

Poems TV

6 9 6 9zf/11
1.0
3.6
4.5
1.6
1.6
1.0
3.0/

3.71(

3.6
1.0

2.6 1.3 3.2 3.8 .5 2.3

lRi es Sta,ries
1.7 2.2 1.0 1,0
2.7* -4.1 2.4 , 3.0
4.6' 4.2 3.9 4.5

4 1.5 2.1' :2.5,

2.5 2.6 2.6 1.5

3.P 2.0 1.5 c, 1.1

3.9 4.7 2.5 1.3

3,65 4.5 3.3 3,3

2;7 4.0 20)2.5
1.7 1.6 1,',44.,,1.0

4.1 4.5. 216 2:9

Song's
1.0 1.2
3.0 1 4.5

4.3
- 2.2'2,

2.0 1.3 .
3.0 ;246 -3g3
t3.3 '2.9
)2.7 2.5 RR,/
1.2 140
3.0 '3.3

r

variance for these data is included in table 48..
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Supplementary Table 33: Total Product Matrices for Genres, Oral Gz4ds
1

Genre:

Aae 6
3

1. Films 466.9 -79.1 -48.1_7.154.4 -108.1 -77.1

2. Poems 359.9--:i58.1 162.6 -176.1 -109.1

3. Televis on 439.9 -188.4 16.9 -62.1

4. Rhymes 404.2 -120.4 -103.4

5. Stories 430.9 -41:1

6. Songs 394.9

Age 9

1. Films 359.3 -154.3, 38.5 -206.3 21.8 -59.0-

2. Poems 431.0 -77.2 83.0 -168.8 -113.7

3. Television 245.7 -.114.2 -37.0 -55.8

4. Rhymas 509.0 -168.8 -102.7

5. Stories 369.3 -16.5

6. Songs 347.7

1Based on ratings on 11 constructs by each of 22 subjects at each age.

Supplementary Table 34: Total Product Matrices for Genres, Written Gridsl

Aae 11

Genre:

1. Films
2. Poems
3. Comic books
4. Television serials-
53 Stories
6. Plays
7. Pop songs

1. Films
2. Poems
3. Comic books
4. TeleVision serials
5.-Stories
6. Plays
7. Pop songs

1. Films
2., Poems

, 3 Conic books.

. / 4. Television serials
5. Stories
6. Plays
7..Pop songs

1 2 3 4 5 6 7

625.2 -38.4 -72.4 -11.9 -61.8 -110.4 -130.4

997.1 -68.9 -237.5 -252.4 -80.9 -118.9.

564.1 -69.5 -52.4 .-202.9 -97.9

615.9 -82.9 -194.5 -19.5

-32.4 -157.4
904.1 -282.9

807.1

/1.Fe 13

705.6. -227.7 -181.9 -55.4 -18.3 -109.9 -112.4

869.0 :40901 7250.7 -117.6 -23.1 -140.7

604.7 1-99.9 -106.7 -140.3 33:1

683.6 -142.3 -214.9 79.6

441.9 -77.7 -179.3.
840.7 -274.9'

1
594.6

Acre 16

647.7 -138.7 -215.9 -172.6 -35.4 -94.6 9.6-

858.8 -153.3 -172.0 -177.9 -156.0 !..60.9

936.6 58.8 -251.0 -249.2 -126.0

755.1 -94.7 -137.9 -23.6.7

633.4 60.3 -134.5

711.1 -133.7
682.4

1Based on ratings on 21 constructs by each of 20 subjects at each age.

,

4
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Supplementary Table 35: Diltivariate Analyses of Variation in Pre, erences

for Various Genres and Media"

Source of Variation df F-Statistic Significant Univarinte
Effects (.05) .

Supplementary _Study_Oral Grias
4.38*** films. .

0:57 -

0.46

Age , .
5;36

Sex 5;36

Interaction 5;36

Supplementary Study Uritten Grids
Age 12;98

Sex 6;49

Interactions 12;98
Comprehensive School at Age 1J .

(ain end Supplementary Studies)
Measures 12;136

Sex 6;68

Interactions 12;136

School Contrast at Age 13
(Main Study Samples)

Place 6;86
.

Sex 6;86:
Measures , 6;86

PS 6;86

PM 6;86

SM .
6;86

PSM 6;6
Selective School Samples
Age 6;67

Sex 6;67

Measures . . 6;67

AS' 6;67

AM 6;67

SM 6;67

ASM , 6;67

0.98 comics
2.94* films, stories, plays; tv

3.14*** songs, stories, plays, poems.,-

2.]:1*\._ songs, poems, comics
4.47**''songs, films, stories

.

0.38 -

.

13.36*** songs, stories, plays;
poems, tv, comics

2.85** films, stories
0.47 - .

,

346*** songs, plays
1.60 plays ', -

0.33 - '

0.29 -

5.53*** plays, poems_, tv

5.84*** songs, stories, flays. ,
0.54 , t

1.2. comics, poems :4.

1.03 -
1

-

'.

l*.

4.

0.37 - o

0.18

'The data-on which these analyses are based are displayed in figtqe 8,
p. 330. The last genre in each set was eliminnted ftop the multivariate

analyses to remove the linear dependeney in the scores; effects which are

not orthogonal because of disproportionate cell sizes are etch tested afEerf

allowing for all other effects. 'Measures' contrasts the sanplev drawn

for the main study grid,( the supplementari study grid, and the open-ended '

questionnaire.

. "... -11
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Supplementary Table 36: Titles Citedby Ten or:fiare

Frequency Title Frequency

Students'

Title
-1

- 23 The Three Little Pigs 15 Lord of the Flies
22 Lord of the Rings 13 Ba Ba Black Sheep

The Lion, the '.:itch, and 13 Bedknobs and Broomsticks
the l!ardrobe 13 Jack and the Beanstalk

22 ::scape on MollOay Sleeping Beauty
20 Cinderella 11 The 'Godfather
2O Jack and Jill 11 Gone with the Hind

Of.Mice and Men 11 The Princess and the Pea
'19 The Hobbit .11 Tom and Jerry .

18 The Silver Sword 10 .,Chitty Chitty Bang Bang
18 1'984 ip . Goldilocks
17 Humpty Dumpty 10 , Jane Eyre
.T6 Walkabout 10, Love Story
16 Snow White .10 Paddington Bear
15 Sons and Lovers

'All samples pooled. Students were asked to nominate a total of
1772 titles. In response, they named 796 specific, different. titles and
63 specific, different series (e.g., Batman, Mission Impossible). Another
38 responses gave a general category (e.g., ghost Stories) or a collection
(e.g., Five Great Tales of Action and Adventure); 7 citefl stories by a
Specific author; 20 responded without indicating a specific title (e.g.,
'poems are usually...'); and 22 gave no response.

)

'Supplementary Table 37: Most FOuently Cited Titles, by Age and Genrer
Pprt One.
Five Most Fren6ent Titles at Ench
Age 6 (154 titles cited by 44 students) Age 13, Selective School

(250 titles cited by 50 students)

8 Love Story
7 Pilgrim's Progress
'6 Gone with the Wind
6 Lord of the Rings
5 The Snow Goose

13 Jack and Jill
Ba Ba Black Sheep.

9 Cinderella
8 -Humpty Dumpty
7 Goldilocks

Age 9 (484 titles cited. by 104 students)

20 TheThree Little Pigs ..

12 Beamobs and Broomsticks
12 The'lLion:Ilhe Witch, and

he Wardrobe
'12 Sleeping Beauty.
11 The Princess and the Pea
11 Snow White

Age 13, Comprehensive Schbol
(440 titles cited by 80 students)

422 'Escape on Monday
20 Of Mice and Men
16 The Hobbit
16 Walkabout
8 The .Lion, theWitch, imd,

thd Wardrobe. t
8 The Silver Sword
8 Skinhead 9;

Age 17, Selective SChool
(250 titles cited by 50 students)

' 12. .Lord of the Rings
9 Sons and Loyers
9 1984
7 Lord pf the Flies
6 The Go-Between
6 'Hard Times

y
1 6t.

so,
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Supplementary Table 37, Part Two

Yost Frequently Cited Titles, Supplementary Study

Films

Poems

On Oral Grids

Cowboys and Indians (cited
by 4)

Jack and Jill (7)

Comic books

Television. Tom and Jerry (6)

Stories Goldilocks, Snow White, Little
Red Riding Hood (3 each)

Plays

Songs

Rhymes

Ba Ba Black_ bee0 (4)

Jack and Jill ,0.0

;

39()

On Written Grids

In the Heat of the Night,
A Clockwir*JOrange (4 each).

The Colonial Boy, Tim6thy
Winters (4 each

Jackie (7)

Crossi-oads (7)

Escape on Monday (6)

Romeo and Juliet (5)

Mama We're All Cr-azy Now (6) ,

01
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Supplementary Table 38: Summary of Instruments, Samples, and Discussions

of Results.

Schoo l:

Age:
Sample:3
Sample size:

Main Studv
Interview One
Interview Two
Questionnaire

Oral Grid
written Grid

InstruMents
Lower.
Primary
Age 6
A B

22 22

SuRplementary Study
Oral Grid
Written Grid

'Background Measures
Reading Survey
Background'Form
Vocabulary Scale
Reading Scale

Chapter:

Children's Stories

Main Study
Interview One
Interview Two
Questionnaire

Oral Grid
Written Grid

Supplementary Study
Oral Grid.

Written Grid

, .

.*Backg.r6Und Measures
Reading Survey
Background Form
Vocabulary Scale
Reading Scale

2..

LI LA

Upper
'Primary
Age 9 .

A B

31 31
2

®3

3

riu u

p
Used with Each Sample

,

Comprehensive Selective
School Schoolsl

Aae 11 Age 13 e 16 Age 13 Are 17

E A B. E E AB AB
20 30 30 20 20 - 20 20 20 20

3

a

3

3

U

3

3 El

Measures Discussed in Each Chapter
III IV V VI VII VIII ,X

0

0

'1Including one boys scho61 and one girls school. ,

,,, ,

2N IN 6 22 for interviews ,,and ol-41_grids, 30-forwriften measu es, with a

21-subject overinvbeiveatLifjpw,oial_ntid written _measures._
. ,

. . .

3'A' and 'B' AMOlei 4re drawn'frOm the same class groups, 'E' samples.
from other class4.; , ' V . ).' , / 1

If



APPENDIX II

SCORIECHCHILDRENIS STORIES -

Introduction

-

The general procedures followed in analysing the stories in the

Pitcher and Prelinger (1963) collection of stories told by children

have been described in chapter III. The first part of this appendix

is a detailed presentation of-the specific scoring categories. Listed

for each variable are: 1) the full set of subcategories used in

scoring, 2) the obtair.led frequencies or means in the sample of 120

used for the main analyses, 3) any partitions used in all or part of

the analyses, 4) measures of consistency for variables which were

independently rescored, and 5) any hypotheses which were specified in

advance of the scoring. (These hypotheses are stated generally rather

than operationally here, and in their positive rather than their null

form.) Variables are presented in the order in which they were scared

rather than by1the subsets in which they were analysed. Subscores and

partitions Where they are indicated were calculated during the course

of computer analysis.

The second "art of this appendix outlines the procedure used to

4 -

4."

test interactions in two-h2-7-two taJ)les.in which the entries are proportions

of a third variable.

Scoria, Categories'

1. Mumber_oi `.lords. A simple count of the number of words in the story.
Xitles ere:not counted; names (e.a Rabbit/)"and contractions

count as single words.

Mean: 110.5 words, s.d. 105.4.

Hypotheses: Older subjects, and girls, will tell lonler stories;

length, will increas as plot-complexity 'increases.

2. Formal opening. Reflects any stereotyped, formal first line of the
story, either in_place of or immediately following the title.

Scored as: 1) no clear formal opening; 2) "Once (upon a time)..."

ar Mneday..."; 3) "There was a...."

Frequency:. 1) 70; 2) 49; 3) 1. Categories 2 and 3 were combined

for analysis as 'any formai opening':
- 3,9 3
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Scoring Consistency: 100 percent ar e betw en raters.

. \

Hypotheses: 0100er subjects, and girls, will use more formal.openings.

Formal openims-will-be-used-more
disapproved or.strong content.than with stories with socially

acceptable content.

3. Formal Closing. Any stereotyped, formal ending.

Scored as: 1) no formal ending; 2) "(And that's) the end (of the

story"; 3) "That's all..."; 4) "...ever after"; 5) any other-7.

formal ending (e.g., "and he never did it again").

Frequencies: 1) 98; 2) 10; 3) 6; 4) 3; 5) 3. Categories 2,

3, 4 and 5 were combined for analysis as any formal closing'.

Scoring Consistency: 100 percent agreement between Tater

Hypotheses: As with variable 2.

4. Tone. Reflects the 'mood' or 'manner' of the story.' Is it overtly

funny, sad, serious, or light, or is it an 'adventure story' in

which the tone is purely conventional?

Scored as: 1). indeterminate; 2) sadlotunhappy; 3) serious

4) exaggerated humour; 5) adventure.

Frequency: 1) 2; 2) 5; 3) 52; 4) 1; 5) 60.

were combined for analysis as 'serious tone';

Categories 2 and 3
categories 4 and 5 as

'light tone'; ci egory 1 was treated as missing data.

Scoring t.Csn- y: 44 percent exact agreement, Cramer's V =

These poi
.

'Ls are due to differences in the treatment of

,/ adventure ,s es. For the main analysis these were treated as by

definition in category 5; the second rater placed them there only

as a last resort.

Hypotheses: Older subjects, and girls, will tell stories with a

lighter tone;i light tone will be used by all subjects'to distance /

stories pith strong or socially unacceptable themes.

b tense in telling the story, omitting dialogue.3. Tense.

Scored as: 'I) all past;- 2) mostly past; 3) mostly present;

4) all present; -5) mostly future; 6) all future (or modal); 7) mixed.

W .
.

Frequency: 1) 78; 2)1.9; 3) 5; 4) 8; 5) 0; 6) 1; 1,) 9.

Categories '1 and 2 were combined for analysis as 'mostly paste, and (),

.
contrasted with the remainder as 'other'. 5 40

I

q:

Hypotheses: Older subjects, and girls, will tell stories in the pest

tense; past tense will be used by all subjects to distance stories

with s rong or socialry'unacceptable themes.
.,

.

.

6. Self Included. Whether the teller includes himself as a major or minor .

character fn the story; does not include;self as omniscent narrator.
. t 4,

.

'Scored as: 1) no; 2) yes.

Frequency: 1) 107; 2) 13. .

394
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/
Hypotheses: Older subjects, and girls, will be less likely to

include themselves in the story; all,subjects willlbe less likely
-----0.include_themselves.irt_stories with strongthemes.._

7. Awareness of Audience. Any,.comMents directed to the examiner, e.g., "He

shouldn't have done that,shOuld he?"

Scored A--8: 1) no; 2) yes.

Frequency: 1) 109; 2) 11.

Hypotheses: Older, subjects, and girls, will show more awareness

of audience.

8. Self as Cormentator or Audience. Any comments of the form, "It's a
bit like my brother."

Scored as: 1) no; 2) yes.

Frequency: 1) 112; 2) 8.

Hypotheses: Older subjects, and girls, will be bore likely to

comment on these stories.

'9. Dialcmie., -------

Scored as: _1) no use of,dialogue; 2) some quotation of the speech

of a single character; any exchange between two or more characters.

Frequency: 1) 88; 2) 14; 3) 18. Categories 2 and 3 were combined

for most of the Analysis as 'any dialogue'.

Hypotheses: Older subjects, and girls, will use more dialogue.

10. Incorporation of Surround. Is the setting in which the child is telling

'the story brought into, it directly by,, for example, talking_about

something the child,can see happening as he talks?

Scored as: 1) no; 2) yes.

Frequency: 1) 120; 2) O.

Hypotheses: Older subjects, and girls, will be less likely to
incorporate their immediate surroundings into the story.

11. Number of characters. Coureof the number of different charaCters '

having a-tole in the story. Include the teller if involved in the

action, and all active animals. Do not include animals that are

. hunted, shot, etc., unless they are personalized. Groups of people

or animals are counted as a single character'unless the members

perform separately identifiable actions, (These are counted as

one character even if numbered, e.g., -'tiro boys'.;)

11J

tteFin: 3.7, s.d. = 2.4. ;

Scoring Consistency: Pearson correlation between scorings a .853.

Hypotheses: A8 for vartable 1.

12. Nature of Characters Other thnn Self. The diyision here is betwee4395
,fantasy on the one hand and 'realism'., on the other, where fantasy
is defined as distance from the world of the child's'experience,
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Parents, friends, occupational roles (policeman, milkman), animals

- --aeting as animals (and not talking) all count as realistic. When

the two sets are mixed, e.g., a child and, his family besieged by

talking lions, score as mixed.

Scored as: 1) largely realistic and near child; 2) approximately

equal mix; largely fantasy, far from child's experience.

Frequency: 1) 61; 2) 11; 3) 48. Categories 2 and 3 were combined

1n some Analyses as 'not realistic'.'

Scoring ConsIstency: 60 percent exact agreement; CramerlsV = .476;

Pearson r = .600. There was a systematic bias in the rescoring
to credit more fantasy than in the main analysis.

Hypothesis: Older subjects will use more fantasy; fantasy will be

used by all subjects to distance stories with strong themes.

13. Presence of Named.Chnracter from a Children's Storv E.g., Goldilocks,

Winnie the Pooh, Santa Claus.

Scored as: 1) no;. ,2) yes. A list of responses wasalso kept.

Frequency: 1) 112; 2) 8.

Hypotheses: Older subjects will 'use more story characters in their

stories.

14. Presence of Unnamed Story Characters. Use of character types met only
or predominantly in fantasy, e.g., witches, ghosts, cowboys.

Scored as: 1) no; 2) yes. 'A list of responses was alsoyept.

Frequency: 1) 107; .2) 13.

Hypotheses: As for variable 13.

A
15. Presence of Animals Acting as People.

Scored as4: 1) n4. 2) yes.

Frequencies: 1) 101; 2) 19.

Hypotheses: None.

16. Presence of Animals Acting as Animals.
Scored as: 1) no;- 2) yes. .

Freql.lency: 1) 104; 2) 16.1

Hypotheses: None.

17. Presence o'f Animated Objects. E.g., personalized trucks, machines with

hands.

Scored as: 1) no; 2) yes.

Frequency: 1) 113; 2) 7.

41

Hypotheses: None.

18. Nature of-Action. The focus here i again on the degree 4flantasy_in
the fictions in the Stery,__takk4fantasii as representing distanpe,
from the world of the-childIsIimediateexperience. Who the

,

7



characters-are is ignored as-much as possible: bears eating

breakfast around a table would be treated as though they were people.

_Renliratas divided-/nto two sections. The first is for events_
that are likely within the norral sphere of activity of the child--

makirm parents angry, visiting relatives, cooking breakfast, or

getting a new sibling. The second category is for real events in
which the child is unlikely to have taken part but which nonetheless

would have been presented to him as a 'real'_ part of the wider

world. This would include 'occupations' stories and most about
the activities of adult life

Fantaty is similarly divided into two subcategories. The first

is for incidents which begin within the life of the child but are

carried beyond the normal limits. Life is exaggerated and the limits
of the child's experience pushed or broken, though again the characters

can be real or fantasy. Include'here fighting, killing, dead
children, cowboys and Indians, and so on. The second category is
for pure fantasy whose roots in the real world are tenuous. Here

we have magic beanstalks, witches, and new worlds. Rather than

exaggeration of the real, this is the_creation of alternative forms.

Scored as: 1) indeterminate; 2) largely appropriate to child and

family; 3) real but distant, unlikely in direct experience; 4).

extension of the real beyond normal limits; 5) fantasy' world.

Frequency: 1) 0; 2) 36; 3) 6; ,4),55; 5) 23'. Categories 1, 2, and

3 were combined in analysis 'realistic'. For some analyses,

categorieS 4 and 5 were combinedas 'not realistic'.

Scoring Consistency: 56 percent exact agreement; V .357;

r ,.. .179. No systematic bias evident.

ft0

Hypotheses: Older subjects,and girls., will tell stories w.ith
actions further from their every -clay world.

19. Number T-Units. ,Count of the number of T-units using Hunt's (1965) %

criteria. Titles and 'the end' were excluded from this count. .Uith
embedded dialogue, the first embedded unit is counted with its frac;
successive units are separately counted. (E.g., "John said, 'Hello
Mary! Let's go to the store,". is,counted as two units.)

Mean: 7.2 units, s.d. = 2.0.

Hypotheses: /Its .for variable.l.

20. Social Stntus of Actions. This is concerned with the extent to which
the story ventures beyond the realm of conventionally acceptable
behavior, becoming a way of testing out otherwise proscribed

actions. It is scored simply for the presence or absence of
sociall, unacceptable things, whether or not the, characters get
away with them. The first category is,for completely acceptable,
day-to-day lime, or for smoothly running-fantasy worlds that do not
challenge conVention. Stoiqes in which c character is hurt or
sick fr.= e=ernal (not humanly controlled) causes fall into the
second category. The third category is for conventionally sanctioned
modes of violence or disorder--police, ,co*boys,''adventure storien'
in general, animals eating nnirals. The fourth category is for
deliberate *misdeeds, whether successful or not. Include here
drawing nasty pictures of nanny, bathroom problems, and violence
that is trying ',to' hurt somebody.

3n
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Scored as: 1) acceptable actions raising no moral issues; 2) actions'
acceptable but character hurt or sick; 3), conventionally sanctioned

violence;__4)....deliberate. evil.

.Frequency: 1) 34; 2) 26; 3) 19; 4) 41. Categories 2 and 3 were
combined for analysis ns 'socially s'Snctioned'.

Scoring Consistency: 80 perceilt exact agreement; V .744; r r. .783.

Hypotheses: Acceptable actions raising no moral issues will lend to
less distancing in the stories.

21. Formal Title. 7

Scored ns: 1) none present; 2) "(This is) about a (character or
characters)"; 3) character list; 4) any other title.

Frequency: 1) 99; -2) 4; 3) 17; 4) b. Categories,2, 3, and 4 Here
cozibined during analysis as 'any title'.

Scoring Consistency: 100 percent exact agreement.,

Hypotheses: As for variable 2.

22. Nature of Setting. Like action, setting is scored for a primary
.division between fantasy and Tenlistic worlds. Realistic settings
are divided into those near the child and those further -away,
uhich he is unlikely to have had direct experience. Fantasy is
also subdivided, into settings which are an extension of the real
world and those which provide alternatives to it. The former would
include all stories in which a family setting is transposed to
another, distant land--a juncae,:fore4t, or the animal world. The
latter would include most aidventure-worlds which do not begin from
a home life-- cowboy stories; castles, and t.frican adventures.'
Animatied object5 from the real world are treated as 7xtensions of
the real world, ns is n mix of animal's and real characters. (Animals
alone can be arealistic setting. If the story gives no indication
of setting, assume it to be realigtic.

Scored as: 1) indeterminate; 2) real, near child; 3) real, distant;
.4) extension of real world; 5) fantasy.

Frequency: 1) 0;. 2) 62; -3') 17; 4) 16; *5) 25. Categories 2 and
3 were combined during analysis as 'real' to parallel the- partition.
of variable 18; categories 4 and 5 were combined for some analyigs
as ."not real'.

I*.

Scoring Consistency: 60 percent exact agreement; V .567; r .623.

Hypotheses: As for variable 12.

23. Activity of -'gin Characters. This is the extent to which the main
charac rs are primarily active or passive in the story. Do they
shape hej.r fate or are they victims of it? The first category
is for stories in which there is a clearly active character, whether
good o evil. The second is for stories in which there is simply
no action, or in which an equal mix of active and passive events
sews to occur. The last is for stories in which thelre.is a clearly
passive set of characters, abused or fortunate through no virtue or
vice of their own.

Scored as: 1) active; neutral or mixed; ') passive.

398
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Frequency: q) 84 2) 19; 3) 21.

Scoring Consistency: 68 percent exact agreement; V = .539; ,r = .560.

Hypotheses: Older subjects', and girls, will tell stories in which the

characters more actively shape their fate.

24. Strena.th of Thene. This is concerned.with the importancs of the subject
matter being talked about, from the child's point of view. The

sbasic,distinction sought is between stories treating matters of real
concern, and stories with Loss inherent threat. The ,first category

is for very strong themes, ones which tread on clearly taboo ground
or deal with very real fenis. 'Include here problems of toilet
training, physical attacks on parents, the death of a child or a
family member, abandonment, and birth myths. The second category
similaray deals with strong.themes, but one's that 'Ore not quite so
threatening. Here we find stories of disobedience and being
'naughty', fighting, and knowing transgressions of all kinds. The

third cate7,ory is for weaher themes which still involve. some minor

threat ortaTear. This would inclUde tales of over-indulgence--
eating orrb sleeping too much, spanking and chastisement in the world
of toys el d stuffed animals, and adventure ories in which :Home

'realist 1 elements intrude. 'The fourth category is for perfettly

accept e, ordinary themes- -day to day life, Christmas lists,
making' friends, ant so on,
descriptiopstof all kinds.
the'dummy run (zr adventure

thematic contentcowboys
standard story formats
without their usunloV

as well as 'themeless' transactional
Filinlby, n fifth category is used for

,story with much action but no evident
d Indians, hunting, animas
ich death and other stroll,: themes occur

nes. This: is a category of ambigt:toue

it

status: are these thor cply distanced strong
performances with no chez:te at all?

4/,

Scored as: 1) veryStrong; 2) lighter but .sti

explorations; _4)r, weak: themes; 5) adventures.

/

Frequency: 1) 114, '2) 38; 3) 33; 4) 14 5)
were combined for analysis as 'strong theme';

Were combined for analysis as tweak theme'.

themes, or rote

11 impOrtan51 3) mild

22. Categorlei,1 and
categories'3 and 4

1

Scoring Consistency: 80 percent exact agreement; V = .643; r
A

Hypotheses; As for v(rinlite

25. gale's Pet. If there i
t

boy: in the story, what pet does he have?

Scored as: 1) dog; 2) cat; 3) both; 4) other; 9) no boys with pets.

FreqUency: 1) 0; 72) 1; 37 1; 4) 1; 9) 117.

Hypotheses: Dogs will be more frequently associated with boys. .

26. Feralets Pet. If there is (Ofirl,"what pet does she have? .

Scored as: 1) dog; 2) cat; 3) both; .4) other; 9) no girls with kpets.,

Frequency:.1), 3; 2) 3) 1;. 4Y2; 5) 112.

Hypotheses: cats will be more fr utntly associated with girlg.

0414
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27.Animals.in Story.
Scored as: 1) dog; 2) cat; 3) both; 4) other; 9) none.

Frequency; 1), 8; 2) 9; 3) 5; 4) Oc- 9) 98. '

Hypotheses: Girls will be more likely to include cats in their
tories, boys to include dogs.

28. Pronoun Referents. Are pronoun referents clear?

cored as: 1) noticeable ambiguities; 2) usually clear.

Frequency: 1):52; 2) 68.

Hypotheses: In stories using equivalent numbers of characters, older
subjects, and girls, will have clearer referents.

29. Time Sequence. Are the events properly sequenced?

Scored as: 1) no order needed (e.g., a ChristEas list), or not
clear whether order was-intended; 2) usually properly ordered,
though sore evidence of possible confusion may occur; .3) some

evidence of clear confusion; 4) considerable, evident confusion.

Frequency: 1) 8; 2) 87; 3) 20; 4) 5. Categories 3 and 4,were
combined in analysis as 'soize confusion' and contrasted with the
combination of 1 and 2 ns 'usually clear'.

Hypotheses: In stories using equivalent numbers of incidehts, older
subjects, and girls, will have clearer time sequence.

30 Clirnr.. This reflects the kind of incidents which bring the story to a
close. Is there a climax or simply atrailing off, and if a climax,
what sort?

s'

Scored as: 1) no clear ending, action stops without n sense of
completion or finality; 2) action stops at the end of a day; 3)'

action stops with a return hone or with going away from the scene
of the action; 4) action stops with death of a character; 5) action
stops with the solving of a problem (e.g., becoming friends, getting
better, receiving a reward); 6) action stops with punishment of
a wrong.

Frequency: 1) 75; 2) 9; 3) 12; 4) 8; 5) 13; '6)-3. Categories
2, 3, and.4 were combined for analysis as tnatural,climax', 5 and 6
as 'thematic climax'. (This introduces some confounding, since
category$4 is sometimes thematic in this sense.)

Scoring Consistency: 60 percent exact agreement; V = .599. Rater
2 was less stringent in crediting a problem as 'solved' then was
the main analysis.

Hypotheses: Older subjects, and girls, will be more likely,to use
some form of climax.

31 Causal Links. This is coneerned,with the extent to which the events
in a story are causally linked, and With the wayin which such links

.are indicated. The major distinction is between simple juxtaposition
of events which we cnn read as causally related, and clear statement
that ohe has led' to as Well as been fpllowed by another.

400
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Scored as: 1) no clean links\ expressed or implied; 2) some links

evident, though AS a whole loosely structured; 3) evident structure,

expressed. through juxtaposition; 4) clearly expressed structure.

3'

Frequency: 1) 37; 2) 38;, 3) 33; 4) 12. 4,Categories 3 and 4 were .

combined for most analyses as 'clear links'.

Scoring Consistency: 40 percent exact agreement; V = .308; r = .327.

No systematic bins between raters was evident.
1

Hypothe$es: Older subjects, and girls, would show nore structuring.

A

32. Plot Structure. This attempts to summarize the underlying structure of

the plot as a whole. Are the events linked successively, or related

to some over-arching conception? Do they lead into each other or.
are they, collected around a common core? .And ge on. The starting

.
point is Vygotsky's (1962) discussion of concept develqpment, but
his categories are modified and adapted as need be to meet the
peculiar requirements of story analysis. The first category is for
stories which have no organization rut all, being 'rode up of images
that occur more or less randomly to 'the child._ The form of the
story is 'I.,/ D, C, D', with no perceivable relationship among the
elements. The,second category is for stories which are similarly
structureless, but exhibit some (subjective) basis for

s
the elements

included. Instead of -free association, the elements are chosen for
their congruity in space and time, as perceived by the child. The

form of these is closer to 'X sees A,'B, C, D'.

P
The third stage is one oE sequences which have little structure

beyond sharing a common character or action. The form, is essentially

'A;folloi;ed by 3 followed by C followed by D'. The fourth category is
for stories with a concrete focus in a character or incident. The

,
mark of these stories is that we, as audience, can perceive a 'topic'
out of which the various elements in the story evolve. This is

parallel to Vygotsky's collection complex; here'the elements are

collected around n concrete core. There neee, not be a successful
narrative sequence, and there will not be'au oN%rall pattern leading
to a climax. (If it had these, the story would be in category 7.)

4 The fifth category is for stories which are built up out of
incidents clearly linked together, one leading to the next, but

which lack an erall unity: characters change, actions develop in

new directio, , setting shifts until the end of the story bears no

relationship to the beginning. The.sixth category is similar to the
fifth, but overall control is reestablished by rmintnining at least
one char cterconsrant throughout the sequence. (Occasionally, a

type o action or,a setting mPy be held constant instead.) This is

the orm of the 'continuing adventures of story. The seventh

ca gory is the first of to true 'narrative' forms. Here there is
consistent focus or tople throughout, a single character or set

of,characters, and a cli4'Ac or end-point which the re &t of the story

is building toward. (The'child may not have control of all of these
elements and the narrative may 'fail', but it will still be scored

,., here.) The eighth category is for complex chain narratives, in which
two or more separate narratives are chained together by a linking
character. The ninth category is for complex narratives, with two
or more separate' narratives not only chained together, but with a
central focus or point as well.

Scored'as: 1) trial and error heaps (free association); 2)

subjectively organized heaps; 3) sequences; 4) primitivellnrrative
5) unfocussed chain; 6) focussed chain; 7) simple narrative;
8) complex chain narrative; 9) complex narrative.

/7 .
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Frequency: 1) 1; 2) 9; 3) 27; 4) 171; 5) 10; 6) 48; 7) 5;_.

8) 2; 9) 1. Categories 1 and 2 were qombice for analysi51,--mg-

thenps'; categories 7, 8, and 9 were combined' as riiiivesr. For -

soma analyses this variable was dichotomized at- e median into

Simple and complex plot structures.

Scoring Consistency: This variable was more difficult to score than-

the others in the set,":and some training was done. In particular,
the underlyinc4 view of, zcincept development as outlined in chapter V

was presented and discussed Using Vygotsky's (1962) examples

together with examples of the Various plot toms. 'Scoring then/

proceeded as with the other variables. 44 percent exact agreement,

. .523; ,r

33. Number of Incidents. A rough measure of the number of differe
'incidents' or 'events' that take place in the story, taki o each
incident as being a series of related a'dtions occurring at the same
point in spice and time. Titles of the form, "This is about a"
are not counted as separate incidents, but in other cases/the
introduction of new characters usually marks a new inciOnt.

Mean: 4..7 incidents, s.d. r. 3.5.

Scoring Consistency: r = .797.

Hypotheses: As for variable 1.

Variables 34 to 38 are concerned with the kinds of attributes which are
used to structure the story as a wl;ole. Ench was scored an 1) none

clear, or 2) present. TO be counted the attribute had to be evident
at both the beginning and end of thd story; it was not enOugh for
it td be used for part of the story and then abandoned.

34. Unity of Characters. Is at least one character maintained throughout
the story, whether or not hie' is the central role?

Frequency: 1) 15; 2), 105.

Scoring Consistency: 96 percent exact agreement; V = .846. ,

/11Ypotheses: None.

35. Unity of Action. Is some type of action or behavior (e.g., killing,
bashing, epting) maintained throu7h the successive- incidents?

Frequency: 1) 67; 2) 53.

Scoring Consistency: 68 percent exact agreement;* V = .315. Rater 2

scored tifis-more leniently than in the main analysis.

Hypotheses, Older children, and girls, will tell f,ewer stories using

this unity. .

i t

, f

36. Unity of Incident. Is the story limited to a single major incident to
which all of the actions are related? (E.g., lost dog, car crash, ,

spanking for a particular misdeed.)

Frequency: 1) 98;. 2) 22.

Scoring Consistency: 60 percent exact agreement; V = .387. Rater 2

u credited thi,s more leniently than in the-main analysis.
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Hypotheses: Older subjects, and gitls, will make leSs use of this.

37. Unity of Setting:. Is thp/netting mniairtnined consistently in one place

throughout? (Credit 4 the setting is unsnecified as long' as there

-is not a shift in sett' rv, duria-, the course of the story.)

Frequency :, 1) 2

Scoring Consistency:1 76 percent exact ar,reement; V .584.

Hypotheses: As for

38. Unity of Thpme. ITs th

arinble 36.

re an over-archin7 idea that holds the story

togethel, a moral o point that directs and underlies what happens?

Do not credit the bind of !concrete' core that underlies the
primitiye narratives in variable 32.

Frequency: 1) 115; 2) ,5. 4

Scoring Consistency: This is a very low frequency variable;
inraters agreed in rating it nOt present in all of the stories in

the nnalysis of onsistency.

Hypotheses: 01 er subjects, and girls, will make more use of this.

Scores Computed During the AnaiNsis of Data

39..Stock/Chnracters. 7rom yarldbles 13 and 14, to inaicate any use of

named or unnamed characte'rs from stories.

Scored as: 1) none; 2) any.

Frequency: 1) 101; 2) 19

Hypotheses: As for variables 13 and 14.

40. Use of,Fnntasy. Variables 12, 18, and 22 were nepnrptely recoded as

three-point scales and-then summed to dye nnew/score ranging from
0 for all three realistic to 6 for nil three In nsy.

Mean: 2.3, sd. = 2.0. For sone nnalyses, this

-dichotomized at itS median and

ctfrequencies of 73 and 47, respeively.

Hypotheses: Older subjects, and girls, will se more fnntnsy in

distanein:g their stories. (This variable wn not used to test

distancing With changes in the degree of thr at because Its

component score for action is confounded.)'

rmal Beginning. Variables 2 and 21 were poled fin- any sort of formal

story-marker at the,beginninl of the story

Scored ns: 1)none; 2) any.

Frequency: 1) 49;-' 2) 71.

Hypotheses: As for variables 2 pi 21.

'42. Use of Formal Story-Narkers. Varinbles 4 3, and 5 wore recoded.on

giye n ow score rnn-zing from 0-fbr
two-point scales and summed to

no formal marking to 3 for marking on nil 3.

41. Fo

O

variable was
fnntnsy, with

r'D
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Hypotheses:. Older subjects, and girls, will use more formal markers

of the story-mode.

. 43. Any Awareness of Audience. Computed from-variables 7 and 8.

Scored as: 1) no awareness; 2) any awareness.

Frequencyl) 103; 2) 17.

Hypothe es:' As for variables 7 and 8.

44. Words Per -Unit. Variable 1 divided by variable 19.

Mean: .2, s.d. = 2.0.

Hypothe es: As for variable 1.

Testing Inter ctions

For a tuber of the analyses involving the children's stories, it

was necessar to test for interactions in two-by-two tables in which the

entries are roportions of a third variable. If the proportions in the

four cells n the problem is to test whether
e P11' 212' p21,

and D
.22;

((P
11

-P
12

)-
21

Li)
2
2)) departs significantly from zero. The variance of

a proportio is dependent upon the true population value of each pij, which

is unknown. However, the variance of arcsinVii7 is dependent only on
lj

the sample alue of the nij on which the proportion is' based. In particular,

if arcsin is taken in degrees, the variance will_be approxiMotely
ij

821/n
ij

e variance of the differ ces for testing the-interaction wilt.
#

be the su tion over i and j of 821/n,z. To test the null huothesis,
...

1.J ,-

, that they- sno interaction, we compute
. ".

Z a arcstn\75 + arcsin\r---o arcsin\572 - arcsinVi7)/7\./Z821/I1 .4
11 -22 ..-cl ij

and com are it against the standard normal distribution. The test scan be
\ . .

%

improve' (and was here) by compensating for the ceiling effect on arcsin
ij. .,

for p '0 or 1, by substituting arcsinNh/(4n) when,p = 0, andi'.>. ,
90 arcsin whenp:= 1. Iiigen (1962) haS" tabled these values

r
. ,

.4

ifferent.nts; his figures are in radians and represent ctwice the
i.

.

. . . ,

va' e of the simple arosin transfoxnation ^however. Snedecor and Cochran
1

, ,

.N,
,.

(L discuss this test ofinteractions and table values bf arcsin in
I/

. ,
,

": , , ,
3

Langer and Abelson (1972) have recently discussed it in the, 401r.
s c ogiCal.literature,.though their. calculations are in radians.
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APPENDIX III

DESIGN AND ANALYSTS OF SPECIFIC INSTRUMENTS

Introduction

This appendix describes problems of design and analysis that were

specific to individual instruments or sets of instruments. 'Procedures

during administration, scoring, and data analysis are discussed. For

many of the questions, the focus was on interpreting obtained results

from a developmental perspective, rather than on hypothesis testing.

Interviews One and Two, and the Readino: Questionnaire

'No interview schedules (instruments Il and 12, appendix IV), each

taking approximately 30 minutes, were used with six and nine year olds;

the reading questionnaire (I3) was to some extent a parallel instrument

. used with nine, thirteen, and seventeen year olds. Intervi.ews were all

tape-recorded, using a portable cassette recorder. A Separate copy of

the'interview schedule was used with each child, allowing notes to be

taken on each answer to protect against loss of the tape, as well as to

. record any detdils not likely to emerge on the taped record (e.g.,

distractibility). The right-hand columns of the schedule were reser4

for, coding the data for computer analysis.

The rending questionnaire was printed on:a single sheet of piper,

one copy of which was distributed to each student together with 3' sheets

of .wide-ruled 8-x 10 inch white paper on which all answers were written.

- It took about 40 minutes to complete, though this varied cons erably

/.1. from individual to, individual. Scores from this measure wer

4 4

/ codedon 80-column sheets..

../,
The interviews began informai1y, with an elplanatio' that we wanted

/
to find out which stories boys and girl., liked, questio about nge, size'

of family, and exposure to stories.. (These were separ teiy checked

through school records, and were used here simply as n introduction to

the main part of the interview. The:remaining que tions were organized

separately

4O
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around various topics of interest, each with its own series of specific

questions. These questions (included in 'full in the schedules in uperiaiX.

Iv) provided the framework for. the interviews, though they were not

rigidly standardized. Each phase of the interview began as India-at-6d

on the schedules, but each answer was explored until it seemed certain

both that the child had understood the question and that the exaMiner,

.

had understood the response. Rapport was essential, and was maintained '

with standard interviewing techniquei. If frustration seemed imminent,

leading questions were sometimes used; such 'led' responses were not

counted in scoring the interviews. Scoring,was done directly from the

tapes without transcription; full enough notes were made on each child's

interview schedule to allow it to be used later is a tape-index.in

making transcriptions of examples for discussion.

The areas chosen for investigation emerged from the general

literature on child development, especially from Piaget's (1929) work on

the child's conception of the world. The particular questions were
ft

selected after preliminary work with .a vertically grouped class of five,

six, and seven year olds in Southeast London in the spiing of 1972, during

which many alternative formulations and modes of approach were tried out.

An informal disussion of this WoriChas been given elsewhere (Applebee, 1973).

The written questionnaire was designed to provide further

information on questions which remain relevant at'the older ages, as well

as to gather data on areas that are of,interest only with the older

-students. Here previous investigations of literary responseyere of more

importance than in the interviews; these have been summarized in Squire

(1969), Purves and Beech (972), and WArcs .(1973). A preliminary version

of the questionnaire was used WIth one class each of eleven, fourteen,

and fifteen yea? olds during the spring of 1972; though these came from

the comprehensive school used in the main study, no76 of the students

0
participated in both phases of the work. Questions were revised as a

4 0
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result of this work to eliminate or reformulate ouestiona which emerged

.

as ambiguous, repetitive, or uninformative.

Ow.

All scoring and annlys -s of data was done by the investIgntor,,

with independent checks ert-St:Oring -consistency and category definitions.

The interviews were scored directly from the tapes throughout the, testing

period; interviews from the two age and the two sex grOuplpgs were

interspersed, but,the source of each interview. was known at the time of

coding.

Coding of the written responses was done without knowledge o

the age of the, students, though because of the time-schedulin7-in the

study as a whole the' comprehensive and selective school samples were

scored sepnrately. Scoring categories were defined in advance and ekpanded

(with full rescoring) when interesting differences among responses seemed

to be obscured; empty or low frequency categories were combined during f.

the-course of statistical analysis.

The various series of questions incorporated in.these three,

instruments are discussed below. This includes a description of the focus

of each series, 4 list of the specific questions related ;to it (keyed to

the Instruments in appendix IV), any special problems in the analysis, and

hypotheses that were specified in advance. Because of the overlapping

nature of the questions and hypotheses, these are not repeated in detail

brit only in a general form. Details of specific scores redorded,have been

included at the relevant points in the main text.

Series 1 (questions 2.4 5.e., interview 2, question 47,',2.5, 2.6, 2.8,

2.9, 2:12.) This is concerned with the origins and nature of a--story..

where stories come from, What happens in them, and whether the events and

1

characters are real or imaginary. In addition to scores': bused on each*

question, atthe end of the interview each'child.was p1oba1

rating of the extent to'which he treated 'stories;as essentially fictional;.

7

this was done before thespecific questions were scored.,., ,Hypotheses 4 08

were: That the nine year olds. will-have a firmer sense that stories and



-392-

their characters are usually fictia 1 vather than real; that the older

subjects will be more likely to recognize that stories are 'made

the products of men.

Series 2 (Questions 1.3, 1.12, 1.13, This investigated knowledge of

conventional forms for stories and thei characters.' Hypotheses were:

Thnt Iloys in stories will be expected to have a dog for a pet, girls to

have a cat; that subjects whose own pets reverse the pattern will show

the same expectation but to a lesser extent; that older subjects will

show a firmer knowledge of common story-roles than will Younger subjects;

and that older subjects will have a better sense of what stories_are

about and be better able to specify appropriate and inappropriate things

to tell stories about..

Series 3 (Ouestions 1.7, 1.8, 1.9) This explored the extent to which-
__ Awl low

subjects haVe begun to differentiate among spectator-role genres, in

this case the genres of story, poem, and rhyme. 'It offers a partial

parallel Co questions approached through grid 4 (discussed below).

Hypotheses were: that nine year olds will use more distinct constructs in

distinguishing among the genres.

Series'4 (Question 2.10) This explored the process of retelling unfamiliar

stories% in this case a fable-in-verse, "The Blind Men and the Elephant"

(appendix IV). This was read to each subject, a series of questions was

asked about it, and then the child was jpsked to tel it back to the

intervieirer. The responses were scored both for overall competence fn

recall and for those formal structural'feniures (tense, title,'etc.) used

in scaring the stories from younger children (cf. appendix II). In scoring

,,for recall of details, 52 points were specified, each of which received

.
1 point if it were mentioned in the retelling; these are summarized in

. supplementary table 7, appendix I. The fable and its mode of presentation

ttere deliberately chosen to'chnllengethe children, in order to highlight

the processes involved in retelling by examining them under 'conditions of

qtress; in many cases, however, the d4fficulty wps more extreme than

40:i
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intended, forcing an abandonment of some comparisons initfaily intended

and requiring much care during the interview itself to prevent total

frustration and loss of cooperation. Hypotheses were: That the nine

year olds will understand-the:Story better and be better able to repeat

it back; that subjects at all ages in reteilin,,, the story will give

evidence of having assimilated it to the world they known, but that this

will be more evident at six than at nine as a result of the overall

increase in competence.

Series 5 (Questions 1.5, 1.6,'-'1.10, 1.111, 2.11, 3.2, 3.3, 3.7, 3.8, 3.9)

This was concerned with constructs used in judging stories, with emphasis

on constructs related to-liking and disliking. In the interviews, specific

stories which the child had said he likdd or did not like were used to

focus'the discussion; on the questionnaire students were asked to respond

more generally. Responses were analysed in terms of both the number of

different constructs (treatin the two poles as representing one construct)

'children gave, and the 'types' or 'levels' of responseArepresented. As

discussed in chapter VIII, this latter analysis'began using the,PurVes-

Rippere (1968) system of classifying responses, but this was abandoned

part way through.and a new system formulated. Hypotheses were: That

,older students will show greater differentiation within their construct

system, as evidenced by the number of reasons for liking and disliking

which they are able to giver older students will `shoal more separation of

_personal end- public systems of evalua4ion, by giv ng)separate titles for

4 'favourite' and 'best' stories; thnt the emergent (positive) pole of

their constructs will be more fully elaborated than 'the submergent

(negative) pole at all ages.

Series 6 (Questions 1.10, 2.9, 3.5, 3.6) This was concerned with levels

of discussing stories. Open-ended questions eskins simply that the students-

'tell about' or 'write ab-altt stories were used after the preliminary

study hid shoph that more structured questions (giving possible points

to discuss) were often taken as outlines to be answered point-by-point.

410
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.Discussions of a favourite story (in the interviews) and of a story

which each student knows well (in the written responses) were divided

into T-units (Hunt, 1965) and scored using the Purves- Rippere coding

system.- As-with all scores from the interviews, _this analysis was done

directly from the tapes, not from transcriptions. A comparison of coding

from 11 discussions that were fully transcribed with coding of the satie

discussions from the tapes indicated that scoring from the tapes under-

estimates the number of words by 3 percent and overestimates the number

of T-units by 4 percent. This was consistent across age and sex groups

and does not affect the direction or statistical significance of reported

differences, though it obviouslY'affects the averages reported.

Scoring consistency in using the Purves-Rippere system was computed

by taking a sample of 100 T-units (1 selected randomly from each of the

essays) and having them separately recoded by an independent examiner.

This yielded 63 percent exact agreement in coding the 139 elements, 76

percent in coding the 24 subcategories, and 81 percent in coding the

, 5 main categories. These are within the range of agreement between pairs

repor.ted by Purves and Rippere (1968) for some of their own studies.

After the initial analyses had been completed and the data analysed,

the reanalyses reported in chapter VII were undertaken. For these,

categories were defined on the basis of problems and suggestionsthat had

been noted during the initial scoring. The full set of essays was then.

p
rescored in random order, with information on the age and class of each

,4 student removed.

Hypotheses were: That when responses were coded into Purves-Rippere

categories, the patterns exhibited by different age groups would'differ

significnntly from one another; that the change with n'te would involve

a shift from 'perception' subcategories and elements toknrd 'interpretation'

subcategories and elements; thnt these trends would be heightened when

responses marked by subjects as 'most important' were analysed seperntelY.

4'11
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Series 7 (Cuestions 1.13, 2.14, and 3.12) This carried the analysis of

modes of response further by looking at ways of interpteting a set of

common sayings. Scoring categories defined in advance were 'literal.

and 'generalized' interpretations, but in the process o£ scoring it

became evident that the latter had two distinct subcategories: one-

consisted of concrete exemplifications of the meaning, the other sought

some generalized formulation that would encompass all of the ,specific

situations. All of the respbnses were rescored using this extended scoring

system. Hypotheses'were: That older subjects will be better."able to

explain the meaning of common sayings than will younger ones.

be
Series 8 (Question 3.10) This was concerned with the extent to which

older students valued 'realistic' rather than 'imaginative' stories; it

stems from previous findings that adolescents often,reject,tfantasyl

material, but involved no specifi-c prior hypotheses.

_Background Informtioc

This instrument (Al in Appendix IV) was used with all secondary

school students to provide background information on age, socioeconomic

status, and interest in reading. During the preliminary studies early

versions of these questions were included as part of the main instruments. .

This signrficantly increased the length of those instruments, however,.

and the bnckground'questions themselves were frequently skipped over.

During the main studies, the background sheet was given to all students

during the last 10 minutesof the class (earliei- to students who finished

the other measures sooner) and the response was. consistently good. By

keeping this information separate until after the main instruments had

been scored, it was possible to do the scoring without knowledge of the

Roe of the students involved.

412
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Readina. Survey

This slip (instrument A2, appendix,IV) was, given out total
,:

secondary schodl students by their teachers, anywbee from 1 wee'

qay in advance of e session. It asked for the titles of 8 di erentthe

Rb3.

stories, corresponding to the 8 story-types,used ort the main study

written grid. This was introduced after the preltMinary study had

%Indicated that choosing these stories (not in themselves of major interest

.in this investigation) was itself a time-consuming task. During the

final, study, students were asked to fill,out the slips and bring them

-,(to the testing _session to give more incentive Ito thinking about them;

in flipt the instrument was designed simply to make the testing session

go more smoothly and did not yield any data for. analysis omits own.
Z.'

Repertory Grids

Two orally administered repertory grids were used during the course

of interviews with six and nine year olds, and two written grids; were

used with various samples of children between nine and seventeen. Grids

G1 and G2 (appendix IV) were used fOr the.main study of responses to

stories; grids G3 and GA were used for the supplementary study of

responses to other spectator-role genres and media.

- .
The orally adminiApered grids took from 10'to 20 minutes' to

complete; children receiving interview schedule one received the main

study gelds,orhose
4
receiving schedule two, the supplementarTstudy'grids.

, k ak-,74
4

Responses.ware scAred during testing and later checked from the tape
40

i'
75

.recordings. During the preliminary study, coding was on a 3-point scale,

but this was expanded to 5 Points during the final studies, with the
.

. 1

modevite scale-points(121 and 141)))eing used to indicate responses that

were qualified (e.g., "It's sorb of good") or hesitant. For the written

grids, 5-point scales were used during, bot

j
the preliminary and final

studies.

t'

During the Preliminary Study, an attempt was made to elicit both 111.a

constructs prid story - titles from the children interviewed. Neither attempt
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was.successful:' the youfigest children had great difficulty in understanding

the request to tell how two stories are alike or different, and also had

trouble sugesting stories to fit the various categories. In the final

studies, stories were elicited instead from each class teacher, and

constructs were supplied qs in the written grids. The preliminary studies

did indicate, however, that even the youngest children were able to list

examples Ct. different genres (e.g., of films, rhymes, stories), and the

title-elicitation procedure was maintained for the supplementary study

4 grids.

J21pFeliminary Version.of the written grids was constructed on the
/*'"

basis of Carver's (1967) study of response to films by samples of

apprentices, pre-university students, and professional critics; this was

modified to be.appropriate in the-study of stories and administered to

the same samples used for preliminary versions of the open-ended

qUestionnaires. On the basis of those results, the wording of some of
0

the constructs was changed to bring them nearer to the idiom of the

students being studied; some were dropped to reduce the redundancy of

the list; end others were added after appearing frequently either in

the list of constructs suggested as additions or in responses to items

on the open-ended questionnaires. A shorter list of 10 constructs was

compiled for use on the orally administered grids; this was designed

to overlap to some extent that used on t e written grids, but again

with modifications to m.Ike it more appropriate for the younger children.
4

;ft

For the supplementary study, a twenty-first construct (eleventh

on the oral grids) was constructed on the basis of the preference-orderings

for the various genres and media. These were gathered on the background

informatiOn sheet for secOfidfiry school students, and at a different

point in the interview for six and nine year olds. They we transferred
-t

to the grids in' the proCess of preparing t em for key-punchinei
!

The
. - r,x,

-1°
ranking of the 7'genres for the written grids was transformed to n

4 4
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5-point scale by collapsing the middle 3 ranks into 1 and recoding from

1 to 5, so that the scores would be,compatible with those for the other

constructs; similarly, the 2 middle ranks were collapsed for the 7 genres

on the .oral grids. This extra construct was labelled 'genre, preference'

1,

and treated like the rest of the set for the remainder of the analysis.

During the preliminal study, the process of eliciting the titles

for rating in the grids proved extremely time-consuming. As.a result,

for the final studies the 'reading surVe*I described above was distributed

. in advance of the testing session. This was very successful, serving

both to generate interest in the study (students found they rarely agreed

about how to categorize a story and sometimes argued at length about it)

and to speed up the administration of the grid. Subjects were not E

required to use the same titles for the grid, however? if they preferred

to change.

'In both the interviews and the class testing with the written,

measures, it was emphasized thatIstoriest could be narratives of any

length; no distinction between novels and short stories, for exam2le,

was intended, and lists of titles that resulted suggest that' none arose.

. .

(Cf. supplementary tables 36 and 37, appendix I.)

'For the written grids In the supplementary study, the preliminary

version asked for ratingt of each genre 'in general'. This provoked'
vv

/considerable resistance from a few members of each of the 3 classes

tested; tiny of the students ended up picking a specific tjetle and

respondlng to it anyhow. In the final version of the supplementary s

questionnaire, the request for answers to.;,2each genre 'in general' wa.

replaced by the requeqt for respens4to each child's favourite ex ple,

of each genre; this insured that the selections for the various genres

would at least be systematic, though it obviously changes the na,&.ire

the resulting data.

/ 4 1 r7Main study.grids were administered to alternating members of the -.0

same classes that received the open-ended, questionnaire; supplementary
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study grids were administered to all members' of, the supplementary study

samples described in chalpter IIY« (The samples in the main and supplementary

studies, asvellas the varioUs,instruments given to ench sample, ore

outlined'briefly in supplementary table 38 as well.) Both-mennures took

between 30 minutes and an hour to coMpletd, with a wide range of

individual difference-An response time. Nine year olds receiving the

main study measures ,were tested in groups of 5, with n preliminary

session in which titles for the various story-types were discussed. (This

replaced the preliminary 'reading survey', which the nine year olds were

not asked to complete.) With all students, brief explanations were

given for constructs which presented vocabulary difficulties. The

most frequent explanations were: 'moving' as on 'exciting story 't.;

!disturbingtoos 'upsetting'; 'original' as 'different from the otherTS

you know'; islow-moVing' as 'not much action'; of';54-iolence, as

'fighting'; and 'completely absorbing' as 'the kind of story where you

want to keep going till it's finished'. Alj of these caused considerable

difficulty at nine butivery little in the older samples:,

The procedure itself, of using the,5-point scale/ o record-reactions

to specific stories on specific, constructs, all arra d in a large grid,

caused initial difficulty for a minority of stude s at all ages. In

each case, however, a- brief stretch of talkin the student through his

ratings of Cinderella and recording them fir him led to essentially

'eureka' reaction after which there va no longer any difficulty. All

of the students at all ages were able to master the mechanics of the grid

format, though some complained that it was too long and too repetitive.

To avoid confusion aboutsWhich story was being rated at any given time,

students were encouraged to do all.of the ratings for one story before

beginning to rate the next.,

The written grids,fdr both the Main and supplementary studies

included a section asking students to supply the opposite poles to the
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19 constructs which they had been asked to use in rating each title.. A

similar procedure was used by Carver (1967); here it provided a check

on the meaningfulness of constructs at different ages, as well as on

systematic ngeZchanges in the meaning. of certain constructs.

On the main study written grids, subjects were asked which 2

constructs had seemed most important, and which 2 least important, "When

thinking about a story." They we also asked which story they had

remembered best and which least iL'completing the grid. Finally, they

were asked which story "most deserves to win a priie as the 'best' story,"

-for comparison with responses from subjects completing the open-ended

quaStionnnire.

Analysis of Data

Opposite poles for each construct, stories remembered bet and
.

least, most and least importan.constructs, constructs added, and favourite

andbest, stories were tabutated.by hand for each age and'sex group. Both

the opal and written forms of the. grids were structured so that data for

computer analysis of the ratings could be punched directly froth tha

initial results, without any need for further recoding. For the.oral
4

grids the scoring form, and for the written grids the second page clf each

questionnaire, served as the data sheet for key- punching. .Data were

checked, before punching_to-insure legibility and completeness; a few grids

at each age had to be 'etranscribed.

The major Part df:,the datn.analysis for all. of the grids was carried

dut by the Eedical Research 'Council's grid analysis service, under the

direction of Dr. Patrick Sinter. To him and to S. Jane Tutton, who did

most of the data processing involved, the present investigator is very

gratet111. The enalysis.began with Slater' INCIZI program for individunl,

,

grids. This computes means and variation for each construct and each

element, together with measures of bias and vs' bilit4, distances between

4,,

elements, correlations Ind angular distances between c nstructs, frequencies

1for the various grading-scale points, and a principal components analysis

4
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for each subject. In the 'preliminary study scores were normalize0,before

,

the components analyses were undertaken, ut in the final stud es the

analyses were carried through on the raw' scorea'in order to preserve

differences in the variability of the c nstructs. A selection of

scores from these analyses of individuil, gridS were punched as well as

printed, so that results for age and sex groups could be compiled by
A

the present investigator. These have been reported in chapters IX and X.

1

Of the scores from INGRID, twc need seMe further comment" Bias

ranges from 0 when elements are bait, ced about the midpoint of each

construct, to 1 when all elements a e collected at one pole of each

construct. It is equal to the square root of (4VM/(k2n)), where k =

range on the grading scale, VII = :,grlance of the. construct means about

the midpoint of the scale, and n the number of constructs. Variability

is, simply the retio o observed ariation to the maximum posskble

/
variation, again with a range from 0 (no variation at all) to 1 (maximum).

It Is equalto the square root Of (4V/(it(m-1)k2), where g and n are as

Above,' = number of elements, and V = variation about construct means

(i:e., sums of squares). As such, variability is a simple linear

transformation of within grid total variation, and also of the expected

distance between elements;. if grids are of the same size and use ,the

same grading scale, however, they can be compered without the adjustments

that the thasure of variability incorporates.

Other aspects of,INGRID are described by,.Slater (1965, 1972b).

The grids from,each age and-sex group were then analysed using

COIN (Slater, 19720, which comp4tes Angular distances and correlations

between constructs in each grid, and from them an intraclass correlation

coefficientmeasuring,the amount of agreement between grids. The Angular

.distknces_between constructs for each subject were also punched by this

program or use in later analyses.

Slater's SERIZS program was used on each of the (we groups to

4 1 8
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compute means for each construct on each element, as *ell as for a'

breakdown of variation due to elements, subjects, and subject by element
D-

z- )

interactions. Th'is variation was accumulated across constructs to provide

a breakdoWn of the:total variation abqut construct means, and was also

used to compute intraclass correlation coefficients for ratings on each

construct; (For formulae for the intraclass cprneidtion,cf. Snedecor

and Cochran, 19670 For the supplementary study grids only,' SERIES was
.

also used to calculate covariances and accompanying standard errors for

compdring elements on the same construct, and constructs on the same

element, for each age group.

For the main study grids, Slaterls'ADELA program was used for a

principal components analysis in which each element was treated as a7

separate observation, producing (for the written grids) Matrices of 20

constructs by 9 x it elements, where n number of Objects. For the

supplementary study, PREFAN was used to provide a similar analysis of

matrices consisting of 7 elements and 21 x n constructs. In all cases,

,

separate principal components analyses were also carried out on the

"--..mean, or consensusi,ratings for .each age group..r

Conservative Tests in Anal of Variance

Analysis of varia ce was used to teat the significance of age,

Sex, construct, and element effects in the various grida. This is

essentially a repeated measures design, with grids nested within age and

sex. It is highly unlikely, however, that the 0a-1) 'between trials'

correlations for the t ratings all estimate the same population parameter,

or that the t variances are equal; the analyses of structuring in the

grids were in fact carried out with the assumption that they would nbt

be equal. This violates assumptions underlying the norAal tests of

significance, but' Box has shown that when variances and covariancea are

unequal, an .17-ratio calculated in the usual way will.be distributed

approximately as F, with degrees of freedom reduced by a function of E.

41b
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The maximum value oft is 1, which occurs when/the t variances are equal :"

and the t(t-1) correlations are equal; theft the degreesOf freedom are
.-. - .

unchanged. The minimum value oft 1/(t-1'); if we multiply the degrees

of freedom for F by 1/(t-1), we get a maximum reduction in degrees of

freedom and a conservative F-test. The exact probability level for a

given problem will lie somewhere between that From the reduced degrees

of freedom of the conservative test, and the full degrees of freedom of

the ordinary test. In the grids, the value of t (and the corresponding

value of £) varies from effect to effect; it will be equal to the number

of constructs, of elements, or of elements x constructs, depending

upon which are involved in the particular affect being considered.

The,conservative test is discussed further in Winer (1962) and

In.Edwards (1967).

Hypotheses
/

The primary concern in the repertOry grtds was with developmental

changes i the structure and organization of the construct system as it

.41pplie to stories and related spectator-role genres. In general', it

was
/
xpected that the constructs would be more meaningful to the oAder

[

ildren, and that they would be more completely organized into a ,.

construct system. es

More specifically, it was expected that the total within grid

variation would increase with age; that intraclass correlations between

grids for both,angular distances and ratings would increase with age; that

the proportion of variation accounted for by the first principal component

would decreasa-with age; that the constructs tworl:s,out_as_you would

expect in the and!, 'ends happily', 'like real life', 'could happen to

me or my friends', 'easy to understand', and !simple' would become less

positively evaluative; that 'like what happens to me' and 'like real

life' would become less strongly rerts4 to one another; that Cinderella

would be construed significantly,differentlyty7ghe different age groUps
420

sampled; phat there would be clear consensus about the characteristics
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of 'favourite's' in the various genres and media; that, the construct

systems defined by responses to each of the genres studied would be

Significantly related to one another; that 'one I like' and 'well-written'

would become less strongly related to one another; and that 'well-written',

original', 'slow - moving', 'teaches a lesson', 'makes me think', and

/disturbinglyould become more positively evaluative far the older subjects.

It was also predicted that well-remembered stories would lead to
1

more differentiation of the construct system than stories remembered

poorly, but this analysis had to be abandoned becauge of confounding

with evaluation: the stories remembered best were invariably favourite

,stories or others liked very well, with a consequent restriction of

variation relative to poorly remembered stories (which showed a range

from well to poorly liked).

Teacher Ouestionmire: Titles

'This instrument (TI) was used to glicit titles from the primary

school teachers fOr use as part of the main study oral gr,id. Its

function was similar to that of the 'reading survey' given to secondary

school Students. This resulted in a usable fist 6/titles for each of

the 6 classes involved, though because the study was cairied. out- early

in the am:1We year it was not always possible for the teacher to adhere

to the story categories indicated. Hence there is more overlap between

the stories than the format might suggest. (Rather thlin leave categories

,plank, teachers were asked to suggest other 'different kinds' that their

classes would know.) In a few cases, titles suggested by the teachers

were not recognized by individual children; in such cases alternatives

from other classes were used. Supplementary table 8, appendix I,

summarizes the aCtual titles used.
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Vocabulary Scale7 .

,
___ / .__

, ';; -,
ft,..

The Mill Hill vocabulary scale vns initially included to provide

4

0 relatively quick, standardized measure of verbal ability that could be

used to describe the samples rather than to examine individual differences.

The oral form of the scale was used in the interviews, and the written

form with older subjects. Asdescribed in chapter III, however, the

written -Version was abandoned after initial efforts made it obvious that

it could nOt be successfully administered without a second testing ,
session, itself precluded by problems of scheduling. The ordl form was

given as part of the interview, however, and scored using Dunsden and
r

Roberts' (1955)' norms. These are more recent than those provided with

the tests (Raven, 1965), which are simply a reissue' of the original

1944 standardizaEion.--%

Readin- Scale

Seores,on the Holborn reading test were made available by the

school for all nine year olds in the study and arereported in chapter

III. These tests were giyen by the teacher at the beginning of the-

,
academic year. Like the. till Hill vocabulary measure, the Holbarn.scnle

is a relatively-short test more useful for describing groups than for

evaluating the performance of individual childreft. Copies of the test

are available in Watts (1944), who als6 discusses its rationale and

_.;

4

provides simple norms.

42,
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Reading Survey Background Information l

Mr

-Tick one; Miss Class:

gef- Parents' occupations:

1. How much reading do you do, compared

with other people your age?
Tick one:

2. How much reading do you do for your

own pleasure, compared with how

much"yoU do for your teachers?
Tick one:

Today's date:

Your birthdate :

day, Inonth; year)

a lot more than most
bit,more than most

_about the same asmost
_a bit leSs than most

a. lot less.than-most

a lot more for myself .

. a bit more for myself
about the same for both
Okt more for my teachers
a lot more for my teachers

3. How many books have you read in the papt 4 weeks?

What were their titles?

4. Which of the/following do you most enjoy? Put' a '1' next to your favourite,

a '2' next to the second-best, and so on for '3', '4', '5', '6', 'and '7'.

.__listening to pop music reading a poem

to the cinema watching a television serial

reading a story reading a comic book

___goineto a play

:leading Survey ! 2

Name:
Toeay's date:

For your next F.nglish lesson, think of a different story (novel or short story)

for each of the following categories. Pick stories you know well enough to answer

some questions about, but be sure you have 8 different stories when you are done.

Any sort of book can be used, as long as it is a story, and not a history,

science text, Or other book of information.

1) Your favourite story:

2) A story you do not like:

3) story of great depth:

4)

5) Another story you like:

Aostory that is easy and quick to read:

6) A very difficult (hard) story:

7) A moving or gripping story:

8) A story you have recently read or heard:

4
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Grid Record Form Cl

Pane: Date:

l'.pole aWneutr;r476-iluulified b, b

1. very good-not
2. teaches a lesson-dOesn't
3. really happened-made up
4. easy to understand-hard
5. ends happily -sadly

6. interesting subject-boring
7. long-short
8. older than you-younger
9. serious-funny
10. one you like-don't

damn:, J

/ / / / / / / /

, Limos

1. ,-very good-nob
2. teaches a lesson-eoesn't
3. reapy happened-made up
4. etisi,to understand-hard

.,5; ends happily-sadly
6. interesting subject-boring

7. long-short
8. older. than you-younger

9. serious-funny
10. one you like-don't

re'

Name:

Date:

/ / / / / / / / /

. Date:

1. very good-not
2. teaches'a lesson- doesn't

3. really happened-nade up
4. easy to understand-hard,

5'. ends happily-sadly

-6. interesting subjedt-boring
7. long-short
C. oler then you- younger

9. serious-funny
10. one you like-don't

1

Subject'
P,ge group:

Sex:,
Vocrlb. group

Teacher:

Subject:
'se iixoup:

Sex:
Vocab, groUp
Teacher:

Subject:
,f,ge group:

Sex:
Vocab. group
Teacher:
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Rending Questionnaire G2

Name: Todayta date:

Below is a list of various kinds of stories. For each one, nose a story
that you know very.well--but_give u different story each time. Try to
use stories that are as different from each other ns you can think of.

1) Your favourite story:

2) A story you do not like:

3) A story, of great depth:

4) A story that is easy and
quick to read:

5) Another story you like:

0 A very difficult (hard) story:

7) A welling or gripping story:

8) A story you have recent?.y
heard or read:

-V
When you have finished yo should have a list of 8 different stories.

Now use your.8 stories to fill in the 8 blank spices at the top of the box on

the next page. 7e careful tout each one in the right spece--your favourite,
. story in the space marked 'favourite', one you do not like in the space
marked 'not liked', and so on. The novel Turn About has already been placed
in the first space as nfi example, and Cinderella in the second:-

Down the side of the box nre a number of things you mAght sny about n'
story. _For Cinderelldnnd each of your stories, decidelthether you 1) ngree
completely Stith each thing that is said; 2) agree o little bitl
3) -.neither agree nor dishgree (or do not know); 4)'disngree it little bit; or

5) disagree completely. Then put the number that goes with how you feel in
the spnce under the story and next to the statement. Turn About has been
done for you us a (made up) example. The '1° in .the first space means ,that
iomeone 'agreed completely' that Turn/Vomit is 'very good'. The '3' in the
second space means that they could not decide whether they agreed or disagreed
that Turn /bout is 'disturbing'. And the '5' in the.thtrd space means they
'disagreed completely' that Turn About is'duI1'..

Now fill out the other 9 columns, starting with Cinderella and then doing the _
8 stories you picked. Fill out all of the blnnks for each story before going
on to the next, and do the stories in order (Qinderella, favourite, not liked,
and so on). De sure vu use a different story in each column, -and answer.
all of the questions for each. (Am will be told what to do with the blnnk
row (number 20) after you have finished all of the others.)

,

Ifyou cannot decide about an answer, or donot think n question makes sense
for your particular story, put a '3! in the space.

426
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Remember '.that the numbers neap. / / / / / I ' / / I 1
. .

/ / / / / / / /' / i

/ /
1

/ / /
//'

'1 / /
/ i . / / / / / / 41

/i, /..52.-2/ / I. / / / / LI

.. eist:gree(or (1.on't 1::-.1o17) ..), / -".- / / / -1 / / '/ / 1

4) f,isagree 'a little it / 0 / 1-' /,. / / / / / / /

5) T.lisagres cor.?le,,tely ./,`0/ ,.4- /3, / *" ,,../ / / / /., /

, t V/ .11/.'..' /.4.-j /''. /.. /.: / i /N / I'
1 C-1 c /., / N.. / 1t /. / Qijj /T .I' Z's / .!'d

f l ' ' / C I / ; / 4 / 0 91 / t/ / I' / t / ttt . / (// /
/-'/' ( / .1. / C / : /n,ct /:,..-. /,: /' /c.f /

/ I /4Y / ,c / / l'''' J 4

I

F

1) F gree comletely
2) .'greekzi

3) either dgree ::or

1. Very good

2. Disturbing

3. Dull

4. :.!orks out as you

expect in the end

5. Teathes 'a lesson

Z: Original

7. Zasy to understand

8. Could happen to me
or my friends

C. suds happily

Sion- moving

11. Full of vi4nce

12. 'dell-written

I

o

r

1 I ..........._,

5 1.
1

i

1

,

,....... .

I

1 ,

1 t
1 Li
.---,1

e i

i /-- Ie_ j
! c I'
, 111111111111

....
),,. 1: , 1

on.....m....

) I

I

,

i/ I
I

t 4

I
13, CompIeelyabsorbing

14. Fakes ne think

15. Simple

16. Serious

17. One I ,like

18. Like real life

I

'"

1.2
f

11. Interesting spbject I
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Now-thaft you have finished rating each story on the descriptiOns we have given you,

what-dessription have we Overlooked that, seems to you to be important?e (For

example, you might thin!: it important to know

if a story is 'very old' or if it 'has enough

pictures'.)' 1.

Of the 19 descriptions which we gave you,
which two seem to'you to be the most
important when thinking about a story?

which two seem least important?

.1.

2.

1.

2.

Of the stories you listed, which one didyou
find you remembered best?' 1,

"Mich did you remember least"well? 1.'
,

Below is another list of the descriptions we gave you, with a space for your own

at the end. ?or each one, write in the space next to it what you thought its

opPosite was, that is, what u story was' like when.you disagreed with the

description. (For example, if the description had been hot, for its opposite

you might think of cold.)

4

1. lisp good

2. riSturbing

3. Dull

-4. brks out as you would
expect in the end.

5. 'teaches a-lesson

0.
Original

7. :Easy to understand

C. Could happen to me
or my friends

11. Tull of violence

12. -1e,11-written

13. Completely absorbing

14, iialces me think"

15. Simple

16. Serious

17. One I fike

18. Like real life

9. :Ends happily ,19. Interesting subject

10.SlOw-moving 20.

Whiarstomy of J111 thoso you ,know most
to win a prize as the /best' story? 1.

428

4.
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Reading Questionnaire G3'

Today's date:

On the next page you will find a box with 7 kinds of things to read, watch, or

listen to written along the top. For each of these things, thLnk of one example

that you like and write it inbo the space. (For example, where it says 'a film',

yrite in the name of u cinema film that. you like.'If you do not like any films

very much, pick one that you at least like better than the others you know.)

How look at the descriptions along the side of the box. For each

example that you picked, decide for each description whether you 1) agree

completely that it describes the title you picked;. '2) agree a little bit;,

3) neither agree nor disagree (or do not know); 4) d-isagree a little bit; or

5) disagree completely 'that it describes your title. Then put the number that

goei with how you feel in the space.
/I(

7or example, if you agree completely that,the film you chose is 'very good', put

'42'11' in the space directly under 'a fill; if you cannot decide if it is 'very

good', put a '3' in'the space; and if you disagree completely that it is 'very

gdod', put a '5' in the space. Fill out all of the spaces under the 7 titles

in this way, starting with 'a film' and then doing 'a poem', 'a comic book',

'a television serial', 'a story', 'a play', and a 'pop song'.

er filling out_the box on the next bacre, what description have we overlooked

\th t seems to you important to add? ( For

,exa ple, you might think it important to know

if hings are 'very old' or 'by a good authors.) 1.

Use this to fill in the lastspacoLin the box.'

Of the 19 descriptions which we gave you, '1.

"Which.tWo seem to you to be the most

important? 2.

Uhlch,tWo seem least important? t.

2.

Below is 'another list of the descriptions we gave you, with a space for your

oWn at the end.. For each one, write in the space next to it what you thought its

op site was, that is, what something was like when you disagreed with the

description, (For exa ale, if the description hod been hot, for its opposite

you might think of co

1. Very good 11. Full of violence

2. Disturbing 12. ?ell- written

3. Dull 13. Completely absorbing

4, works out as you would
expect in the end

5.

5. Teaches a lesson

6. Original

7. lacy to understand

8.' Could happen to me
or my friends

0. Ends happily

10. Sla-moving

qc9 43a

14. Hakes me think

15. Simple.

13. Serious

17. One I like

18. Like real life

19. 'Interesting subjeCt

20.
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Remember what the numbers mean. / /- / / )
/ / /

/ / /- / / '' / /
1) igree completely

..e.
/ / / / / / /

2) t%gree a little bit / / / / / / /

3) 1:eithel.- agree nor disagree / / / / / / /

(or don't know)
.

/ / / / / /
.

4) Disagree a little it / / / / / .1 /

.5) Disagree completely / / /

1 /

/ / /

/ /
*

/ i / / / 7
/ /' /

/a film /a poem /a comic/ a TV /rd story/a play / apop./
/ / / book / serial/ / / song /

1. Very gdod 1 1
t

. 1' 1 ' I..

a

2. Disturbing
'

i I 1 1

t

3_. Dull 3 I-1
4. corks out c.'s you woul

expect in the end

I I5. Teaches a lesson ri

5. Origihal

7. Easy to understand I
I'

1 1

3. Could happen to met i
1

or my friends.

9. Bends happily 1

1

1'

I

10. Slow-moving 1

1

1 i.

1

11. Full of violence t
1

-1. i

,

t

,

112. :'ell - written,

13. Comp1atelyabsorbing)

I

1

14. bakes me, think

15. Simple

15. Serious

I

17. Cne I like
1 1

18. Like real life

19. 'Interesting sublecti

20.

3 1

I I I *1
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Grid lecord Form G4

':ate:

. /

lmpPle a, 2.quelified a, 3.neutral, 4.qunlifir b, 5,pole b

roles: favourite film, poem, TV serial, rhym?, story,'song

.

/
I

/___/_/___/___/ / /

1. very good -not
2. teeches n 1psson-doesn't
:3. really hnppened-made up
4. epsy to aderstnne-hard
5. ends happily -sadly
6. interesting subject-boring
7. long-short
8. older then you-younger
9, serious-funny
10. one you like1don't

1

Vane:

,
i ...

1.. very good-hot
2. teaches i lesson - doesn't

3. reelly hnppened-made up
4. easy to understand-hard
5. ends happily-sadly
6. interesting subject-boring
7. long-hort
8. older thea1ou-younger
9, serious-funny
10.one you-like-don't

ieme:

Defe: i
i

Ira.O.WO moray..

1

1,

...
1.. Os,

1. very good-not
2. tenches n lesson-doesn't

, 3. really happened-made up
4. easy to understand -h.rd
5. ends bnppily-sadly
6. interesting subject-boring
7. long -short
8. older than you-younger
9. serious-funny

10. one you lice- don't

Da e:

I

........ .......-...................r..........

' roma. ........: ....6.. .......... ..........

I

- -!........-
.011ra rararara eraallrara .1.1.1.01. M.O.. Mara..
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Intervieu Schedule I 1.

!Irma: " 1.i r Date;

Teacher: 7Lrth:

tge (from child)

1. Does your teacher read to you in schoolt
when? (How often?)

2. Do you hear stories et hone?
Men? (How ften?)

3. Uhnt is n story? , rhyme? 1 poem?

4. Grid Cl

5. You said you liked Why?

6. You said you did not like Why?

.

11 01.1.10 11.1.111

IMMO... OM/M. 01110,i

MN... ...Nom..

411111M alm

MIINIONED

. 04= ft..... .
''ho do you knou that might like it? Thy do you think he will like
it if you don't? (Ls he your aged),

.

r

7. How does a poem differ from a story? How is it like a story?

Us How does e. -mem differ from a rhyme? Hou Ls it like a'rhyme?

9. Hou does a story differ from a rhyme? How is it like n rhyme?'

10. 1.1hvt is your fnvourite story? Tell me about it.

11. If you could give a prize to the best story ever, written, chat
story mould you pick?

4.
If you hear a story about a boy, uhat-kind of pet will the 1.2sa

x,, usually have in the story?
.r

\Uhat kind still a girl in h story have?
\Do you have any pets? `that? .....

13. . en you hear a story about a turtle, the turtle is usually
v ry plow. Pou if you hear a story about n lion, the lion is
(..

us rally? Uolf?
rg it? fOx?

fairy? witch?

14; that does it mean to say, fop must have gotten out of the wrong
side of the bed this morning ?

15. Vocabulary .Scele.

eralmil .41

11 ams *Moo

,11
11.1.1,101 MIN*,

Opi=11 111111111

-

MANN.. 0...1 awilmlao



Interview Schedule 12

Name: . P F Date .

Teacher-:
0.

Age (from child)

1. Doan your teacher rend to you in school?
'.?hen? (How often?)

7irth

2.: Do you hear stories at home?
When? (How often?)

3; Grid d4

Where do stories come from? (.'ho.rokes the book? :'here does he

get his stories? There does the story come from first?),

5. Whet sort of things happen ,in stories? (Whet nre they about?)

!het things cnn ue tell stories about? That things donvt ue

usu:illy tell stories about?

6. 'There does Cinderelln live? *here is that? Now could we .7et

there? r;ould ue go ere: visit?

7. What is the story of Little 'led ;aiding Hood about? 'That happens

in it?

1.

3. Is Cinderellu u real person? Whet is she doing right nou?

9. Are stories always about things that renlly happen?
When did the things in 'ear' aiding Hood happen?

OWN.. 41

es

Arad. ...MO

10. FABL. What is the story that I just read you about?

Why did the first men think the elephant was like a well?

Why did the fifth man think the elephant wns like at fun?

How could each man be partly right, end all df them be wrong?

..)o you _:nou whnt n blind ruin is? Whet?
no-I you tell me the qtory from the be7,inning.

11. Do you ever like to hear a story over nguin? 7hy?

12. Hnvp yOu ever seen n giant? Why do. you think that is? Where

eo you think they live?

Ils. m/1.0 ..

.13. 'ant does it mean to say, .1.111en the cat's away, the mice will ploy"?'

434
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The Fable

This is a story, about six men from a far-away place called Indostan.
Listen tee it,carefully'as I read it to you, so that you can talk about
it with me.

The Blind teen and the Flephnnt

'It was six men of Indostan_
To learning much inclined,

Who went to see the Elephant
(Though all of them were blind),

That'each by observation
Night satisfy his mind.

The First approached the Elephant,
And happening to fall

Against his.broad and sturdy side;
At once began to bawl:'

"God bless me but the Elephant
Is very like a wall!"

The Second, feeling of the tusk,
Cried, "Ho! what have we here

So very round and smooth and sharp?
To me 'tis mighty clear

This wonder of an Elephant
Is very like a spear!?,

The Third approached the animal,
And happening to take

The squirming trunk within his hands,
Thus boldly up and spake:

"I see," quoth he, "the Elephant'
Is very like a Snake!"

- -by John Godfrey Saxe, in Story, Poems,
selected and edited by Louis Untermeyer,
Pocket Library, 1957.

The Fourth reached 'but an eager hand,
And felt aboUt"the knee.

"What most this wondrous beast is like
Is mighty plain," auoth he;

"'Tis clear enough the Elephant
Is very like a tree!"

The Fifth who chanced to touch the ear,
Said: -"E'en the blindest man

Can tell what this resembles most;
Deny the fact who can,

This marvel of an Elephant
,Is Very like a fan!"

The Sixth no sooner had begun
About the beast to grope,

Then seizilWon the swinging tail
That fell within his scope,

,"I see," quoth he, "the Elephant
Is very like a rope!"

And so these men of Indostan
Disputed loud and long,

Each ih his -own opinion

Exceeding stiff and strong,
,Though each was partly in the right,

And all were in. the wronW

The final stanza is omitted for the
present investigation:

So oft in theologic wars,
The disputants, I weep,

Rail on in utter ignorance
Of what each other mean

And prate about an Elephant.
No one "of them has seen!

questiong (not on interview schedule):
-- What do you think of that story? (immediately after rending fable)
.... What does 'to learning much inclined' mean? (after '- blind'),

Uhich do you most enjoy doing: going to the cinema to see a film,
listening to a poem, watching television, listening to a rhyme, or
listening to a song? Which next? (and so on, ranking 1 tok)

43
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Rending Questionnaire 13

Please nnswer these auestions on the seonrate paper provided.

1. Write your name and today's date on the top of the arst page.

2. What different reasons are there for liking a poem or story?

3. What different reasons nre there for net liking a poem or story?

4. Of thb reasons you have just giien for questions 2 and 3, Which two
are the most important? .

5. Pick nny poem or story that you know well and write about it.

6. Looking back at your answer to'question 5, underline the one most
important thing about the story or poem.

7. Do 19y ever rend n book over qgain? Why?

8, That is your favourite story of all those you know?

9. What story of all those you know most deoervesto win a prize. as the
'best' story? (If you think it should be, this can be the same as
your answer-to question 8.)

10. Is it' more impOrtant that a story be true-to-life or imaginative
and original? Why? - .

11. What sorts.of things would ybu think about if You were deciding which
. stories and poems it would be more important to read with your teacher,

and which to read on your own?

12. Briefly explain what each of the following sayings means'.

a. When the cat's nway, the mice will piny.

b. Birds of n feather flock together.

436



1'

Teacher Questionnaire: Titles (Ti')

Name: Date:

For the study of children's ideas about literature, I need a set of six

different tor4es with which all of the children in your class will be

familiar. Can you help by suggesting one title for each of the
categories below--6 different titles in all, plus the reading series with

which they are most familiar? The list at the'bottom of the page includes
some that appeared in preliminary-studies at another school last term; it

may help a bit in thinking of titles. (Please do not use Cinderell4stnce
that is being used in another context.)

a. The reading series used (titled as the children know it, e.g,, 4Teter

and Jane' for Ladybird):

.

Six stories:

1. A story ,the children ask to hear over again:

2. A story they have recently heard:

3. A story they.fi-nd difficult to understand:

4. An easy, 'light' story for them:

5. Another story'they like:

6. Another they find difficult:

Suggestions from last term: The Three Little Pigs, Snow White and the
Seven Dwarfs, The'Three Billy Goats Gruff,_, Sleeping Beauty, Little Red
Riding Hood, Goldilocks and tEe Three Bears, The Wolf and the Seven
Kids, Beauty and the Beast, The Prince and the Pauper, ChibkenLicken,
The Elves and the Shoemaker, Rapunzel, Jackand the Beanstalk,,; The Miller
and the Donkey-ana the Song The Gingerbread Man, Peter and the Wolf, ('

Wind in the Willows, Tho Little Wooden Horse, Winnie the Pooh Pinnochio,
The Enormous Turnip, Harry the Dirty Dog, _Bambi, Grey Rabbit Storiesi-
Peter Pan, 101 Dalmations, The Pied Piper, The Phantom Tollbooth, The
Silver Sword,,The-Hobbit, King Arthur, Orlando, Charlotte's Web.
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